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ABSTRACT

Akiyama, Reiko. Ph.D., Purdue University, December 2016. Language, Culture, and
Identity Negotiation: Perspectives of Adolescent Japanese Sojourner Students in the
Midwest, USA. Major Professor: JoAnn Phillion.

This qualitative research highlights the voices and lived experiences of adolescent
Japanese sojourner students and their mothers residing in the Midwest. The central goals
of this research are to understand what adolescent Japanese sojourner students’ school
experiences in the U.S. are like—particularly in areas with small Japanese populations—
and how their experiences in the U.S. shape their current identities as cultural and
linguistic minority students. This research also aims to learn how the students’ sojourning
experiences influenced their mindsets as future kikokushijo or returnee students. I
conducted an in-depth case study with a phenomenographic approach as the theoretical
framework to deeply investigate the lives of adolescent Japanese sojourner students.
Members of three Japanese sojourner families—five students and three mothers—
participated in this research. Two of the families were current sojourners and one was a
former sojourner family. Additionally, two educators at hoshuko or Japanese Saturday
school participated in this study as supplemental sources. In order to collect data, I
conducted multiple individual interviews with each participant. In addition, observation
at a Japanese Saturday school was conducted over a period of five months. The findings
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of this research revealed that the Japanese sojourner students—who were also considered
cultural and linguistic minority students—encountered various difficulties and challenges
at their genchiko or local schools due to cultural differences and the language barrier;
these issues often prevented the students from establishing friendships and expressing
themselves at their genchiko. At the same time, I found that several sojourner students
and mothers valued the students’ genchiko experiences for the opportunity to learn
authentic English and cultivate cultural awareness. The research findings suggest that the
Japanese students’ sojourning experiences impacted their identity development—namely,
identity negotiation and maintenance. Additionally, I extracted six prominent findings
that are specific to sojourner residents in areas with small Japanese populations that are
likely apply to any sojourner living in any area of the United States with a small Japanese
population.

1

CHAPTER 1. INTRODUCTION

Introduction
This chapter highlights the core topic of this research (Japanese sojourner
students) and my personal experiences that inspired me to conduct this research. I will
also explain the use of terms and the contents of this dissertation. First, I will present the
experiences I have had that inspired me to study Japanese sojourner students and their
learning experiences in the United States; these personal experiences also influenced me
in establishing the research foundations. Second, before establishing the theoretical
framework for this research, I will define several terms such as “sojourner students,”
“homogeneous,” “adolescent,” “ELL students at levels 1-3,” and “Asian students.”
Finally, I will provide an overview of this dissertation and provide the specific content of
each chapter.

Research Inspiration
Japanese Sojourner Students
Over the past several decades, several Japanese companies have opened assembly
and manufacturing facilities within suburban areas in the U.S. (Harkins, 2001; Hasebe,
1987; Kurotani, 2005), often in the Midwest. These companies have started to transfer
their employees overseas to serve in certain positions for a longer period of time. In
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addition to these workers, the Ministry of Foreign Affairs of Japan or MOFA (2012)
reported that other major numbers of Japanese temporary residents in the U.S. include
citizens who are in academia—professors, researchers, and students. Many of these
temporary residents prefer to bring their families to the U.S. with them.
In the U.S., there are very few Japanese-style schools where students learn in
Japanese and are taught based on the Japanese curriculum; therefore, most Japanese
sojourner students living in the U.S. usually attend local schools and learn according to
the U.S. education system (Harkins, 2001; Hasebe, 1987; MEXT, 2009b). However, a
large number of sojourner students go to hoshuko, or supplementary educational
institution, on Saturdays (Haneda & Monobe, 2009; Hasebe, 1987; Kanno, 2000, 2003;
MEXT, 2009b; Nishida, 1999). While attending local schools, sojourner students often
face pressures and shocks that lead to anxiety, frustration, isolation, and identity
confusion (Bracey, Bámaca, & Umaña-Taylor, 2004; Iwamoto & Liu, 2010). In particular,
students facing cultural and linguistic norms that are different from their own
backgrounds tend to have greater difficulties (Hasebe, 1987; Kanno, 2000; Nishida, 1999;
Tsuneyoshi, 2001; Yashiro, 1995). All of these aspects deepened my interest in the lives
of Japanese sojourner students living in the U.S., which is the foundation of my research
interest.
Personal Interests and Experiences
Soon after I started the Ph.D. program at Purdue University, I noted that a
significant number of Japanese sojourners reside in the state of Indiana—several of the
sojourner families even live near or in the area of Purdue University. I knew of the word
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for these people—“chu-zai in,” which means “sojourners” in English—but I knew very
little about their lived experiences in the United States, particularly in the Midwest. This
question became the basis of my research interest: “What are sojourners’ lived
experiences like?”
There are four elements in this section: Japanese sojourner students, personal
connections, teaching perspectives, and a pilot study. All of these elements intensified my
interest in Japanese sojourner students in the Midwest and inspired me to conduct
research on them.
Personal Connections
Although I grew up in Japan and did not have any international experiences
during my adolescence, I do have some experiences in common with Japanese sojourner
students. These similarities urged me to investigate how academic life in the U.S.
influences adolescent sojourners from Japan.
When I was 10 years old, my father was transferred to a different region in Japan,
so I transferred schools as well; I encountered several challenges in my new school
environment. Due to my inability to speak the regional dialect, I could not always
understand my classmates. I had previously attended school in an urban area, and it was
difficult to adjust to rural life. The attitudes, behaviors, and values that I had gained from
my previous urban school environment were not always accepted by my new classmates.
Such differences resulted in my being a target of bullying and isolation, which negatively
impacted me. My negative experiences consequently made me feel powerless and
lowered my self-esteem and confidence. Even though I grew up in Japan and spoke
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Japanese, the changes in my learning environment were overwhelming. I had to contend
with an unfamiliar dialect of my native language, but it was hard to imagine moving
somewhere with a completely different language.
My international experiences began in post-adolescence. As an international
student, I went to California to learn English and earn a master’s degree. I continued my
international experience as a Japanese instructor in California and Taichung (in Taiwan),
and I am now in a doctoral program at Purdue University. During my time overseas, I
experienced cultural distance, language barriers, and identity negotiations—all of which
are commonly reported in many studies of international students (Cooke, 1995; Ileleji,
2008; Karimi, Akiyama & Deng, 2016; Li & Gasser, 2005; Morita, 2004; Oikonomidoy
& Williams, 2013).
Crosnoe and Turley (2011) indicated that transferring to new school systems
overseas could be initially harmful, even if a new educational environment eventually led
to more positive outcomes. They also pointed out that “changing schools may create a
period of vulnerability for immigrant youth greater than it does for native children”
(Crosnoe & Turley, 2011, p. 137). Transferring schools within my country was a painful
enough experience for me, so I could only imagine how arduous and life-changing it
must be for student sojourners when they transfer to a school overseas. Although I did not
receive my K-12 education in a U.S. school during my adolescence, I could identify with
the findings of several studies on cultural and linguistic minority students, which
encouraged me to research adolescent Japanese sojourner students.
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My Teaching Perspectives at Purdue University
My teaching experiences at Purdue University also made me inclined to
investigate cultural and linguistic minority students. I had the experience of teaching
introductory education courses to predominantly white students, some of whom were
familiar with other languages such as Spanish, Italian, or American Sign Language;
however, most of them were monolingual and grew up in homogeneous communities.
Therefore, many of my students did not have much experience integrating with students
from different backgrounds. Such demographics—predominantly white, monolingual and
monocultural—are typical in the majority of today’s teacher education programs at U.S.
colleges (Zeichner, 2009).
When I asked my students what they knew about Japan, or what conceptions they
had of Japanese people, their answers were mostly stereotypical: “I don’t know,” “smart,”
“shy,” and sometimes, “rich.” These answers suggested that not being familiar with other
countries and cultures often promotes stereotypes (Endo, 2011; Ngo & Lee, 2007; Spring,
2007; Suzuki, 2002; Yee, 1992). My students’ reflections on their field experiences at
local schools were also notable. Some of my students mentioned that they had several
Latino/Latina students whose English skills were relatively low. One student stated that
she tried to help a Latina student but was unable to because “the student does not speak
English,” a statement at which some of my other students nodded in agreement. This led
me to assume that preservice teachers in a homogeneous environment might
subconsciously expect everyone in a classroom to speak English. These examples
corroborate the fact that English is the dominant language in U.S. schools today (Burke &
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de Oliveira, 2012; Cummins, 2005), and such a social ideology causes further educational
challenges for cultural and linguistic minorities.
Pilot Study
Finally, a pilot study inspired me to continue exploring the learning experiences
of adolescent Japanese sojourner students in Midwestern schools (Akiyama, 2012-2014).
In addition to doing a literature review about Japanese sojourner students (e.g. Endo,
2011; Haneda & Monobe, 2009; Harkins, 2001; Kanno, 2000, 2003), conversations with
a Japanese sojourner student who attended a Midwestern public elementary and public
middle school further enriched my knowledge of Japanese sojourner students. This
Japanese student’s account of local school experiences was detailed and informative. The
research also helped me realize that there may be some specific challenges facing
adolescent Japanese students in the Midwest in particular, where the Japanese population
is significantly smaller than in major cities such as greater Chicago and New York areas.
These experiences inspired and shaped the underlying part of this research. I
reviewed literature concerning the most relevant aspects of my interest in Japanese
sojourner students, and I developed a conceptual or theoretical framework for this
research.

Use of Terms
First and foremost, there is not one widely accepted definition of “sojourner.”
Through analyzing several relevant scholarly works, I crafted a definition of “sojourner”
that is suitable for this research. There are several scholarly works that deal with
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sojourner students and their educational issues (Cooke, 1995; Greenland & Brown, 2005;
Hamann, 2001; Haneda & Monobe, 2009; Harkins, 2001; Kanno, 2000, 2003). However,
some of the definitions of “sojourner” found in these studies can be different from other
scholars’ definitions; there are even instances of authors using multiple terms that all
essentially mean the same thing (“sojourner”) within a single publication.
For example, Miyamoto and Kuhlman (2001) use the term expatriate; several
scholars use the terms future returnee students (Takeuchi, Imahori & Matsumoto, 2001;
Yoshida et al., 2002) and third culture kids (Yashiro, 1995). For students from Japan in
particular, many scholars use the Japanese term kaigaishijo (Endo, 2011; Haneda &
Monobe, 2009; Harkins, 2001; Hasebe, 1987; INFOE-USA, 2011; Kanno, 2000, 2003;
Koga, 2009; MEXT, 2009b; Rikyu, 2009)—kaigai means “overseas” and shijo means
“children” or “sons and daughters” (Kanno, 2003, p. 17), so kaigaishijo means “overseas
sons and daughters.” In this research, I use the term “sojourner” to refer to those who
temporarily reside in the U.S. with their families (Haneda & Monobe, 2009; Hasebe,
1987; Kanno, 2003).
As defined in my research, the term “sojourner students” refers to people who
meet all the following conditions: (1) people who study abroad for more than one year; (2)
people who reside with their parents—who are temporary resident workers or academic
trainees—and siblings in the host country; and (3) people who plan to return to their
home countries at the completion of their parents’ duties (Endo, 2011; Harkins, 2001;
Hasebe, 1987; Kanno, 2000, 2003; Matsumoto, Yoo & Nakagawa, 2008; MEXT, 2009b;
Miyamoto & Kuhlman, 2001; Takeuchi et al., 2001; Toyokawa, 2006; Yashiro, 1995).
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Second, it is necessary to clarify the definition of “homogeneous.”
“Homogeneous” in this research means that 70% of the mainstream population consists
of people from similar cultural and linguistic backgrounds. I use the term “homogeneous”
because several U.S. public schools in general, and Midwestern schools in particular, are
less diverse than other schools in terms of culture and language. For example, the Indiana
Department of Education, or IDOE (n.d.), reported that over 70% of students enrolled in
Indiana public schools in 2014-2015 were white, while the population of Asian students
was just 2%. Moreover, the IDOE (n.d.) noted that the English language learner or ELL
population during the same year (2014-2015) was 5.5%—this means that the majority of
students in Indiana were non-ELL students.
Even though I acknowledge that homogeneous schools or classrooms do not
necessarily exist, these statistical data demonstrated that mainstream classrooms consist
of predominantly white students, and it can be assumed that many of these students do
not have experience interacting with ELL students in academic environments. Therefore,
I use the term “homogeneous” to refer to a mainstream environment wherein people are
predominantly white native English speakers.
The term “adolescent” in this research refers to persons between the ages of 12
and 18 years old (equivalent to sixth- through twelfth-graders in the American education
system). There is not a specific, universally agreed-upon age range for “adolescent”—for
example, UNICEF (2010) defined “early adolescent” as the ages of 11-14 years old and
“late adolescent” as the ages of 15-19 years old; another study defined “adolescent” as
the ages of 12-24 years old (Oswalt, 2014). In regard to English proficiency, Gottlieb,
Carnuccio, Ernst-Slavit, and Kartz (2006) denote clusters based on grade level in
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TESOL’s (Teachers of English to Speakers of Other Languages) PreK-12 English
Language Proficiency Standards: PreK-K, 1-3 (elementary), 4-5 (middle elementary), 68 (middle school), and 9-12 (high school). Acquiring academic English is more necessary
for student success at the middle and high schools levels than at lower grade levels
(Abedi & Levine, 2013; Gottlieb et al., 2006; Hakuta, Butler & Witt, 2000). Based on
TESOL’s standards, for this research the term “adolescent” includes students in sixth
through twelfth grade.
As for language proficiency level, the federal government defined the term,
“limited language proficiency” or “LEP” to describe English language learners with
beginning English skills in Public Law 107-110, The No Child Left Behind Act of 2001
(Virginia Department of Education, n.d.), and several researchers use this term (Abedi,
2004; Abedi & Levine, 2013; Hakuta et al., 2000; Harper, Platt, Naranjo, & Boynton,
2007; Menken, 2010). However, there are no clear criteria by which to define LEP.
Therefore, I developed a different term to describe ELL students with lower English
skills. TESOL’s PreK-12 English Language Proficiency Standards (Gottlieb et al., 2006)
provides five language proficiency standards for social and academic uses of language.
They also provide five levels of language proficiency: Starting (Level 1), Emerging
(Level 2), Developing (Level 3), Expanding (Level 4), and Bridging (Level 5) (Gottlieb
et al., 2006). When I reviewed both the standards and the levels of language
proficiency—in particular those at the adolescent levels (grade level clusters of 6-8 and
9-12)—I found that students at Levels 1 and 2 (which are regarded as lower proficiency
levels) as well as 3 (an intermediate level) did not have sufficient language skills to
handle the complexity of their academic demands. For example, the language skills
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requirements for Expanding (Level 4) English proficiency are as follows (see Gottlieb et
al., 2006);
•

Level 4 in Listening: “Simulate scenarios …based on broadcasts or multimedia
presentations” (grade level 6-8, in classroom setting) (p. 79).

•

Level 4 in Writing: “Create personal essays using as models familiar
autobiographies or memories read in L1 or L2” (grade level 9-12, in the area of
Language Arts) (p. 91).

Students need to have at least a Level 4 proficiency to handle the complexity of their
academic demands. By reviewing TESOL standards, I concluded that ELL students
whose language proficiency was Level 1, 2, or 3 displayed a low proficiency level in
English. Therefore, I define those students as “ELL students at levels 1-3” in this research.
Additionally, the term “Asian” refers broadly to people from East Asian countries
(e.g., China, Japan, North Korea, South Korea, and Taiwan) and Southeast Asian
countries (e.g., Indonesia, Malaysia, the Philippines, Thailand, and Vietnam). Although
each country has particular languages and cultural traits, and pigeonholing such a diverse
group of countries is not logically possible, I use the general term “Asian” for
convenience of description. This term is commonly used in this way in the research
literature (Bracey et al., 2004; Iwamoto & Liu, 2010; Morita, 2004; Niehaus & Adelson,
2013; Zhou, 1997) as well.

Overview of This Research
This research aims to elucidate the learning experiences of adolescent Japanese
sojourner students living in the Midwest and analyze how their U.S. school experiences
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influence their cultural and linguistic perspectives as well as their identities. This research
consists of ten chapters including the introduction chapter. This chapter introduces the
major topic of this study: Japanese sojourner students. I also explain how I came to be
interested in these students and their learning experiences by incorporating my personal
experiences. The first chapter also provides detailed explanations of several terms such as
“sojourner students,” “adolescent,” “ELL students at levels 1-3,” and “Asian.”
The second chapter presents the theoretical framework, research questions, and a
review of the literature specifically focusing on Japanese sojourner students. On the basis
of the theoretical perspectives and the focal questions on Japanese sojourner students—
particularly those who reside in areas with smaller Japanese populations—I take a closer
look at the literature on educational issues faced by Japanese sojourners specifically and
all cultural and linguistic minority students in general. By critically reviewing the
literature, I discovered several key issues that many Japanese students encounter while
sojourning: lower motivation, academic challenges associated with cultural and linguistic
differences, misconceptions due to the model minority stereotype, and preparation to be
future returnee students or kikokushijo. Also, an in-depth literature review suggested
meaningful and beneficial elements of sojourning, such as the development of English
skills and identity maintenance/negotiation.
The third chapter discusses the methodology of this dissertation research. In that
chapter I explain the characteristics of the methodological framework—
phenomenography and case study. I explain why a case study with a phenomenographic
approach is a suitable methodology for my research. Furthermore, I detail the procedure
for how I found a research site, recruited research participants, and conducted data
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collection. The methodology chapter also includes the data sources I used, how I
collected data, and an explanation of my role in this research.
The fourth chapter serves as an interlude section before I introduce the Japanese
sojourner students and their mothers. In this chapter, I explain what structure I used in
order to reveal the participants’ thoughts about their sojourning experiences in the
Midwest. In addition, I detail how I analyzed the collected data.
The fifth, sixth, and seventh chapters are portraits of the Japanese sojourner
families. Chapter 5 (the story of the Yoshidas) and Chapter 6 (the story of the Sasakis)
provide the current sojourner students and mothers’ lived U.S. experiences; Chapter 7
(the story of the Tanakas) consists of a former sojourner student and mother’s
perspectives. Each family portrait conveys the Japanese sojourner students’ U.S. school
experiences on the basis of seven categories: pre-sojourning; the beginning of sojourning;
genchiko or local school; hoshuko or Japanese Saturday school; friendship; postsojourning; and the benefits of sojourning.
The eighth chapter is a findings chapter. On the basis of the seven categories
mentioned above, I compared each family’s perspectives and analyze their common and
different sojourning experiences. The data analyses allowed me to identify several
prominent findings (e.g., motivation and preparing to move to the United States under
“pre-sojourning” and friendship establishment and difficulties with academic
performance under “the beginning of sojourning”). Additionally, I extracted six
prominent points from the research findings that are specific to sojourner residents in
areas with smaller Japanese populations. These specific findings are also likely to apply
to any sojourner living in any area of the United States with a small Japanese population.
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In the ninth chapter, I provide further discussion on my findings by responding to
the focal research question about adolescent Japanese sojourner students’ perceptions of
their learning experiences in the Midwest. This overarching question consists of three
specific parts: challenges and benefits of U.S. schools and their influences on the students’
identities; the Japanese sojourner students’ identity “negotiation” and “maintenance”
during their sojourn; and valuable sojourner experiences as kikokushijo. In this chapter,
which connects this research and the research literature, I discuss what is most significant
in understanding the learning experiences of Japanese sojourner students at U.S. schools
in the Midwest.
In the tenth chapter, the closing chapter of this research, I conclude my
dissertation. This final chapter includes implications for teacher education and future
research, limitations of this research, and my final thoughts. In Chapter 10, with reference
to the major findings, I suggest how this study will contribute to teachers’ understandings
of Japanese sojourners and immigrant students in the Midwest. I also discuss the
contributions of this research with regard to developing future studies.
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CHAPTER 2. THEORETICAL FRAMEWORK AND LITERATURE REVIEW

Introduction
This chapter highlights two major elements of this study: the theoretical
framework and the literature review. In this chapter, I will outline the established
theoretical framework and the research questions I created on the basis of the framework.
Afterward, I will examine literature associated with the conceptual framework and the
research questions, i.e., the learning experiences of adolescent Japanese sojourner
students in the Midwest.

Theoretical Framework	
 
An extensive review of the literature uncovered three significant elements: (1)
Japanese sojourner students in the Midwest; (2) second language acquisition focusing on
cultural adjustment and linguistic barriers; and (3) identity development. These
fundamentals constructed the theoretical framework in this research. Using these
fundamentals, I will discuss the research findings in more detail in the discussion chapter
(Chapter 8).
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Japanese Sojourner Students in the Midwest
While several studies on Japanese sojourner students in North America have been
conducted (Haneda & Monobe, 2009; Harkins, 2001; Kanno, 2000, 2003; Koga, 2009);
there are relatively few studies on Japanese sojourner students in the Midwest. This
distinction is important because the student population in the Midwest is predominantly
white, and Asian—especially Japanese—students are an ethnic minority (Endo, 2011;
Kinghorn, 2011).
The Ministry of Foreign Affairs or MOFA reported that about 24,000 Japanese
sojourner students resided in North America in 2015 (MOFA, 2015). But this statistical
data represented only the number of Japanese students who are in grades one through
nine, so I assumed that the number of Japanese sojourner students in K-12 was greater
than 24,000. The MOFA’s statistical data also showed that many of those Japanese
students resided in metropolitan areas in the U.S., such as Chicago, Detroit, Los Angeles,
New York, and San Francisco (MOFA, 2015). For example, over 2,700 Japanese students
(first grade through ninth grade) were listed with the Consulate General of Japan at Los
Angeles, and almost 2,500 students were listed with the Consulate General of Japan at
Chicago (MOFA, 2015). Although I was not able to determine the population of
sojourner students residing in the state of Indiana, the Consulate General of Japan at
Chicago (2016) reported that 5,997 Japanese people resided in Indiana in 2014. This
number consists of all Japanese citizens in Indiana—temporary and permanent residents,
as well as adults and children. These data gave me the idea that the number of Japanese
sojourner students in Indiana is relatively small in comparison to the larger cities listed
above.
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Endo (2011)—who researched Asian immigrant youth in the Midwest—reported
that Asian students’ voices often went unheard in U.S. schools due to cultural and
linguistic barriers, which often resulted in educators lacking an adequate understanding of
their Asian students. In addition, studies showed that Asian immigrant (Endo, 2011) and
Japanese exchange students (Ileleji, 2008) in Midwestern high schools tended to be
isolated even in ESL classrooms because there were only a couple of Asian and/or
Japanese students in the ESL classes—Hispanic students were the majority ethnic and
linguistic group.
Regarding these facts, Japanese sojourner students stand out among culturally and
linguistically subordinated student groups in Midwestern schools—thus I define them as
a “marked minority” of minority groups. I believed that exploring Midwestern Japanese
sojourner students’ experiences would enrich my understanding of their school lives and
identity development. Moreover, findings from the literature and my pilot study indicated
that issues of language and cultural differences were of paramount importance; thus these
issues were selected as another aspect of the theoretical framework in this research.
Second Language Acquisition: Cultural Adjustment and Linguistic Barriers
Several researchers argue that culture is an inseparable component of language
acquisition (Andrews, 2013; Hamann, 2001; Harkins, 2001; Kanno & Cromley, 2013;
Miyamoto & Kuhlman, 2001). Thereby I focused specifically on two elements: cultural
adjustment and language barriers.
“Cultural adjustment” or “acculturation” can be a significant challenge for
students who are newcomers to a host country (Akiyama, 2013; Endo, 2011; Greenland
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& Brown, 2005; Ileleji, 2008; Takeuchi, Yun, & Russel, 2002). Acculturation is defined
as the process by which individuals negotiate or adjust themselves into different
cultures—one culture is dominant, and the other culture is viewed as having less cultural
value (Berry, 1997; Yeh, 2003). According to Harkins (2001), acculturation often
happens to minority people when they enter the mainstream environment. Harkins
referred to Clayton’s (1996) perspective and emphasized that the acculturation process is
not simply the same as assimilation; rather, “acculturation can be a combination of one or
more responses, including marginalization, separation, integration, and assimilation” (as
cited in Harkins, 2001, p. 337).
U.S. and Japanese cultural traits—not only in macro societies but also in micro
societies like schools—are often distinct (Nishida, 1999; Spring, 2007; Tsuneyoshi,
2001). In general, U.S. culture is regarded as individualist and Asian/Japanese culture is
considered collectivist (Miyamoto & Kuhlman, 2001; Nishida, 1999; Spring, 2007).
Therefore, there are crucial differences in the meaning of “good student” within the
American and Japanese education systems—these differences include the concepts of
discipline and classroom participation. Several studies emphasized that different school
systems and cultures strongly affect students’ adjustment process in the host country
(Harkins, 2001; INFOE-USA, 2011; Miyamoto & Kuhlman, 2001; Rikyu, 2009; Yoshida
et al., 2002).
Language is an inseparable element of acculturation. As Zhou (1997) states,
“Proficiency in English has been regarded as the single most important prerequisite for
assimilation into American society and as a strong social force binding the American
people together” (p. 73). Students spend large amounts of time at school, and they are
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expected to learn academic content in English and to communicate with peers and
teachers in the dominant group in English. Therefore, a lack of English proficiency is a
major hurdle for Japanese sojourner students—especially ELL students at levels 1-3 or
those who are developing their language proficiency—striving to achieve academic
success, to establish relationships with others, and to become part of the U.S. society.
Moreover, today’s educational policy places more weight on accountability and academic
performance, which exerts further pressure on ELL students to acquire English in a very
short period of time or at a very fast pace (Hakuta et al., 2000; Harper et al., 2007;
Menken, 2010; Miller & Endo, 2004).
Examining the impact cultural and language barriers have on adolescent Japanese
sojourner students in Midwestern schools would allow me to see how they deal with
these challenges and how their management of these challenges influences their identity
development.
Identity Development
Investigating adolescent Japanese sojourner students’ identity development
(which includes “negotiation” and “maintenance”) during their sojourns is one of the
main goals of this research. Thus, adolescent identify formation is a prominent theoretical
view. Meeus (2011), who applied Erikson’s (1968) identity formation theory, argues that
individuals enter adolescence with a set of commitments that are of at least minimal
strength in important ideological and interpersonal identity domains (p. 80). Based on this
view, Meeus and colleagues propose that individuals explore commitments in two ways
during adolescence: reconsideration of commitments and in-depth exploration. According
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to Meeus (2011), reconsideration is a process of comparing present commitments to
alternative ones and deciding whether the individuals need to make changes. On the other
hand, in-depth exploration is a process of continuously monitoring present commitments,
which serves the function of making the individuals more conscious and helping them
maintain their identities.
For adolescent identity development, there are two cycles of commitment (Meeus,
2011). The first cycle represents identity formation: adolescents form commitments by
considering and reconsidering them. The second cycle is identity maintenance:
adolescents become more familiar with their present commitments by exploring them in
depth, which aids in the consolidation of commitments (Meeus, 2011). Best (2011)
explains that youth or adolescent identity is influenced and formed under various
circumstances such as institutional settings or schools; peer group structures;
belongingness to the youth culture; and the meanings and practices of the individuals’
parent culture and the mainstream culture. As an example of adolescent identity
development, Betterton and Horner’s qualitative research (2016) on international
students’ identity development at Midwestern colleges revealed that the students’ life
circumstances—such as living in an international dormitory and going to churches and
bars—and companionship with domestic (American) students had an influence on the
international students’ national and ethnic identities. To this point, Japanese students’
sojourning experiences should impact their adolescent identities.
During their sojourn, Japanese students can develop their identities by cultivating
their cultural and linguistic perspectives. Spring (2007) noted that ethnic identity is
related to cultural identity. Therefore, being familiar with two cultures or being
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bicultural—and bilingual as well—has a great influence on several aspects of identity
development: mental well-being and personal satisfaction in a given environment, higher
motivation in adjustment, construction of a multicultural mind, as well as ambitions for
the future (Berry, 1997; Haneda & Monobe, 2009; Spring, 2007). In addition, several
researchers pointed out that identity development is strongly associated with students’
educational experiences in new environments (Brown, 2009; Browne, 2012; Hamann,
2001; Spring, 2007).
My extensive review of the literature also suggested the idea that adolescent
Japanese sojourner students may go through multiple phases in the process of identity
development. I posited that identity development for adolescent Japanese students would
consist of three components: “identity negotiation” (Swann & Bosson, 2008), “identity
maintenance” as future kikokushijo or returnees to Japan (Haneda & Monobe, 2009;
Kanno, 2000, 2003), and “balance of the identity negotiation and maintenance,” to which
I applied the concept of “double consciousness” as proposed by W.E.B. Du Bois (2007)
to this research.
First, Swann and Bosson (2008) define the term “identity negotiation” as
processes through which people work to gain a stable supply of nourishment for their
identities. Nourishment in this concept has three parts: feelings of autonomy and
competence (agency), belonging and interpersonal connectedness (communion), and
regularity and predictability (psychological coherence) (Swann & Bosson, 2008). To
fulfill these needs, individuals will negotiate identities that reflect their self-views—such
as making themselves unique and linking themselves to other people—and seek
information that fits with their stable self-views (Swann & Bosson, 2008). Some people
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may experience powerlessness, doubts, or conflicts in a given situation, but most of them
learn to negotiate their identities in ways that minimize tension between the needs for
agency, communion, and coherence (Swann & Bosson, 2008). Considering this point, I
aimed to observe how adolescent Japanese sojourner students negotiate their identities in
U.S. classrooms and how these negotiations influence the students’ identity
development—namely, becoming bicultural and bilingual.
Second, findings from several studies revealed that many Japanese sojourner
students try to maintain their Japanese identities for their future return to Japan (Haneda
& Monobe, 2009; Kanno, 2000, 2003; Miyamoto & Kuhlman, 2001; Yoshida et al.,
2002). Japanese sojourner students are expected to resume their social and academic lives
in Japan after their sojourn, so sustaining Japanese cultural traits and language skills
plays a significant role for Japanese sojourners to facilitate their re-adjustment to
Japanese communities and schools (Hasebe, 1987; Miyamoto & Kuhlman, 2002). In this
respect, I argue that Japanese sojourner students experience “identity maintenance” in
conjunction with processing “identity negotiation.” Exploring in what ways adolescent
Japanese sojourner students maintain their Japanese identity is another perspective of
identity development.
Third, balancing identity negotiation and maintenance is a significant element of
identity development. Japanese sojourner students possess dual identities while living in
the U.S.—as cultural and linguistic minority students and as future kikokushijo. To
reinforce this notion, I applied W.E.B. Du Bois’ concept of “double consciousness” to
this research. Du Bois (1868-1963) is one of the most important figures in African
American literary studies and the history of intellectualism (Hamann, 2001; Spring,
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2007). In The Souls of Black Folk (2007 edition), he explained double consciousness as
“a peculiar sensation.” He explained further:
This sense of always looking at one’s self through the eyes of others, of
measuring one’s soul by the tape of a world that looks on in amused contempt and
pity. One ever feels his two-ness, an American, a Negro; two souls, two thoughts,
two unreconciled strivings; two warring ideals in one dark body, whose dogged
strength alone keeps it from being torn asunder [emphasis added]. (Du Bois, 2007,
p. 8)
Lobban (2013) explained that Du Bois used “double consciousness” to represent
African Americans’ subjectivity as people who lived “in a culture where they were
viewed as unequal to White Americans” (p. 557). I need to acknowledge that African
American issues are very different from that of Asians—Asian students have not
experienced slavery or colonization, but the circumstance facing Asian students in
homogeneous educational environments can be related to this concept. As previously
mentioned, Asian students are an ethnic minority in the predominantly white Midwest
(Endo, 2011; Kinghorn, 2011). As ethnic minorities, Asian students tend to be
overlooked (Endo, 2011). Therefore, Japanese sojourner students are likely to encounter
unequal situations similar to those experienced by African Americans, and it is logical to
conclude that Japanese sojourner students have to learn to balance their identities as
sojourners in the U.S. and as future kikokushijo.
Lastly, cross-cultural environments are critically important regarding identity
development (He, 2002, 2003; Wang, 2006). That is, Japanese students who experience
U.S. culture during their sojourn will come to possess new perspectives or personalities—
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Wang (2006) defined this condition as “a third space.” For example, Wang (2006)—who
grew up in China and resides in the U.S. as an educator/researcher—referred to her
unique way of viewing her own Chinese culture in the following way: “the position of
being an alien in the American culture also makes me become a stranger to my own
culture in a different sense: Once you leave you cannot really return without new eyes” (p.
113). This idea indicates that knowing and experiencing a new culture enable one to view
and consider their own culture from different angles; thus they come to recognize their
own culture in different ways that they did not notice before.
Wang (2006) defined a third space as the “possible mutual transportation and
creation of different cultures” (p.113), and she described that this space is created while a
person is standing between two worlds—Japan and the U.S. in my research—and
undergoing conflicts and contradictions between their home and host cultures. As an
example of this, He’s (2002, 2003) biographical narrative research showed her
complicated feelings about her own culture after returning to China from Canada. He—
who had grown up in China and experienced the Cultural Revolution and then moved to
Canada for her academic career—came to question the school curriculum, educational
policy, and social/cultural norms (such as teacher-student relationships and seniorities) in
her country (He, 2002, 2003).
As He’s experience showed, based on my research I argue that U.S. school
experiences are influential for Japanese sojourner students, and experiencing school in
the U.S. will enable those students to see their home cultures from different perspectives
upon returning to Japan. I also believe that cross-cultural experiences will make an
impact on their identity development.
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In summary, examining how adolescent Japanese sojourner students balance
identity “negotiation” and “maintenance,” as well as seeing how each student weighs this
“negotiation” and “maintenance” in cross-cultural environments, helped me understand
individuals’ value and conception of identity development during sojourns in the
Midwest.

Research Questions
The focal research question of this research is: How do adolescent Japanese
sojourner students perceive their learning experiences in the Midwest? Specific questions
include the following: (1) What challenges and benefits do Japanese sojourner students
encounter at U.S. schools, and how do these experiences influence and shape their current
identities and mindsets?; (2) How do they value and weigh their identity “negotiation”
and “maintenance” during their sojourn in the Midwest?; and (3) What aspects of their
sojourning experiences do the students think will be valuable to their future experiences
as kikokushijo? This chapter summarized these research questions, and more details with
in-depth description are provided in the following chapter on methodology.
The first question is aimed at investigating the meaning of a specific phenomenon:
attending homogeneous schools in the U.S. as cultural and linguistic minority students. I
was particularly interested in learning in what ways they recognize “encountering cultural
gaps and language barriers” within a classroom as a challenge or a benefit. This question
allowed me to focus on how adolescent Japanese sojourner students perceive their
standpoints in a homogeneous education system.
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The first research question also focuses on exploring how experiencing cultural
differences, as well as being ELL students—and possibly those who are at levels 1-3,
influence adolescent Japanese students’ identities and mindsets during their sojourns.
Japanese sojourner students —as well as Japanese immigrant and exchange students—
who have grown up in Japan are expected to become accustomed to the U.S. culture and
school system (Harkins, 2001; Miyamoto & Kuhlman, 2001; Yoshida et al., 2002) and
master English (Hakuta et al., 2000; Harper et al., 2007; Menken, 2010; Miller & Endo,
2004) as soon as possible. With this question, I intend to examine how Japanese
sojourner students handle the given situations and negotiate their attitudes and mindsets.
The second question is associated with adolescent Japanese sojourner students’
identity maintenance. As future kikokushijo, many Japanese sojourner students try to
maintain their home culture and language during their sojourn (Haneda & Monobe, 2009;
Kanno, 2000, 2003; Miyamoto & Kuhlman, 2001; Yoshida et al., 2002). In the process of
developing identities, some students may try to equally balance their identity “negotiation”
and “maintenance,” while other students may place more emphasis on either “negotiation”
or “maintenance.” Regarding these aspects, I aim to examine what conditions they think
are meaningful to their identity development and how they balance their identities as
Midwestern sojourners and future returnees to Japan.
The last question seeks to discover what the students thought were the most
important lessons they learned from their experiences. This question allowed me to
provide various opportunities for adolescent Japanese sojourner students to convey what
they thought were the most meaningful aspects of their Midwestern school lives.
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There is ample literature concerning cultural and linguistic minority students in
the U.S., Japanese sojourner students in North America, and students’ identity
negotiation, which provided me with knowledge about potential challenges, conflicts, and
benefits that Japanese sojourner students may encounter and recognize. Nevertheless,
what seems most important for Japanese sojourner students from a researcher’s
perspective is often not what the students think is most important for themselves.
Additionally, due to the limited availability of qualitative research on Japanese sojourner
students in the Midwest, I believe that observing them at school and listening to their own
accounts of their experiences will play a significant role in making great contributions to
the future of studies concerning this specific population.

Literature Review on Japanese Sojourner Students
This section provides a review of the literature specifically focusing on Japanese
sojourner students. Ample studies on culturally and linguistically minority students in the
U.S. have been conducted; however, few studies are available on adolescent Japanese
sojourner students—especially those who reside in the Midwestern United States or those
whose regional environments are culturally and linguistically homogeneous. Thus, in
order to conduct plausible research, I reviewed literature from various perspectives such
as ELL students, high-stakes exams in U.S. education, Japanese sojourner students in
North America and the United Kingdom, Asian immigrant students, and Japanese
exchange and/or international students.
I specifically focused on students’ motivation for moving abroad. Subsequently, I
shifted my focus to cultural and linguistic adjustments to examine potential educational
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issues and benefits that Japanese sojourner students may encounter and recognize in U.S.
classrooms. Lastly, I discussed the literature related to students’ identity development,
including identity negotiation and maintenance.
Motivation of Sojourner Students
Koga (2009) indicated that sojourner students often have to accept their
sojourning status as an involuntary family obligation (p. 231); that is, sojourner students
are not always motivated to come to host countries because the decision is not made by
the students but by their parents. In fact, two Japanese students in my study (Akiyama,
2012-2014, 2013, in press) were notified of their move to the U.S. only a few months
prior to the moving date. Notices of moving overseas were abrupt for these students;
consequently, they did not have sufficient time to prepare for their new lives in the U.S.,
such as practicing English and obtaining information about their new homes and U.S.
culture. One of my participants expressed a disinclination to move to the U.S., saying, “I
didn’t want to come to the U.S.” (Akiyama, 2012-2014).
Students’ motivation and preparation prior to moving to the host country strongly
influence their school performance (Cummins, 1996; Ileleji, 2008). That is, the degree of
willingness affects students’ school success. With respect to willingness, Ogbu (1992,
2003) stated that there are two types of minority people—one is “voluntary minority” and
the other is “involuntary minority1.” “Voluntary minority” is defined as people who
chose to come to the host country of their own will because they expected to have better
opportunities—such as jobs or more political or religious freedom—than in their
1

Besides “minority,” Ogbu also used the term, “immigrant.”. In this research I use the term “minority” in
order to include wider implications such as sojourners.
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countries of origin. The original notion of “involuntary minority,” on the contrary,
describes those who were originally brought to the host country against their will through
slavery, conquest, colonization, or forced labor (Cummins, 1996; Ogbu, 1992, 2003;
Ovando, 1993). Although today’s Japanese sojourner students do not experience slavery
or colonization, I applied Ogbu’s (1992, 2003) notion of “involuntary minorities” to my
dissertation because Japanese sojourner students were abruptly and inexplicably taken
abroad as temporary residents because the decision to move abroad is not made by the
students but by their parents.
Several scholars stated that voluntary minorities tended to be successful in crosscultural adjustment and school learning by developing a pragmatic trust in societal
instructions and establishing better relationships with others (Cummins, 1996; Ogbu,
2003; Ovando, 1993; Spring, 2007). On the other hand, involuntary minorities tend to
experience long-term persistent underachievement for two reasons: either their
unwillingness makes them aware of their limitations or they are unsure of how likely they
are to succeed in the society or at school (Cummins, 1996).
Educational Challenges
Several key educational challenges faced by Japanese sojourner students and
newcomers to the U.S. were found during an extensive literature review and my own
study: cultural adjustments (Berry, 1997; Endo, 2011; Harkins, 2001; Miyamoto &
Kuhlman, 2001), language barriers (Akiyama, 2012-2014, 2013; Endo, 2011; Harkins,
2001; Kanno, 2000, 2003; Miller & Endo, 2004), and the model minority stereotype (Ngo
& Lee, 2007; Yee, 1992). In addition, maintenance of Japanese language fluency and
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cultural demeanor for their return to Japan (Haneda & Monobe, 2009: Hasebe, 1987;
Kanno, 2000, 2003) present more difficulties.
Cultural Adjustments
First of all, different school systems and cultures are a hurdle for Japanese
students’ adjustment process in their host country (Harkins, 2001; Miyamoto & Kuhlman,
2001; Yoshida et al., 2002). In the U.S., there are only a few Japanese-style schools
where Japanese students learn in Japanese based on the Japanese curriculum; therefore,
most of the Japanese sojourner students usually attend local schools (Hasebe, 1987;
MEXT, 2009b). This indicates that a number of Japanese sojourner students suddenly
step into school systems and cultures markedly different from the ones they knew in their
home country; the different systems, cultures, norms, and values bring various hardships
upon the students.
Japanese schools operate under a hierarchical system (Harkins, 2001; Iwamoto &
Liu, 2010; Kanno, 2000); that is, teachers are at the top of the hierarchy and students are
at the bottom. This hierarchical system establishes Japanese teachers as authority figures.
In addition, Japanese school culture is regarded as collectivist (Greenland & Brown, 2005;
Iwamoto & Liu, 2010; Miyamoto & Kuhlman, 2001), and its classroom atmosphere
values “omoiyari (empathy) and yasashisa (kindness)” (Tsuneyoshi, 2001, p. 44), “enryo”
(reserve) (Spring, 2007, p. 158), and “wa” [added by Akiyama] (harmony) (Endo, 2011;
Harkins, 2001). In other words, Japanese schools expect students to obey norms, respect
authority, and have humility. Japanese students usually ask questions before or after class
so as not to interrupt the teacher’s lecture (Endo, 2011; Harkins, 2001)—some Japanese
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students even regard asking questions as embarrassing, as if they were exposing their
insufficient understanding of the lesson content, and some teachers will make
disagreeable remarks when asked questions (INFOE-USA, 2011). Therefore, Japanese
sojourner students growing up in such Japanese school structures cannot immediately
become accustomed to the host school culture where asking questions and making
comments is considered to be active participation. Consequently, in U.S. classrooms,
teachers often suggest that Japanese sojourner students voice their opinions and ask
questions in class (INFOE-USA, 2011). Japanese students in the U.S. are often regarded
as passive participants in class although they excel at written exams (INFOE-USA, 2011).
In my study (Akiyama, 2012-2014), one Japanese student revealed that she was
frequently required to make presentations in class and that it was very difficult for her.
These cases represent how Japanese school culture and values are different from those in
the United States.
Culture has the function of creating and maintaining social order (Matsumoto et
al., 2008), and the social order is sometimes invisible or insensible to newcomers. Endo
(2011) describes the hidden curriculum as “composed of the cultural norms, knowledge,
and behaviors, among other tacit rules valued in the dominant school society” (p. 185).
New students must realize numerous hidden curriculum or tacit rules in the host countries
and schools such as non-strict dress codes, short recess times, classroom transfers,
functions of study hall, and menus in the school cafeteria. In terms of note-taking, for
example, students in Japan often write down or copy exactly what their teachers write on
blackboards, and the teachers then explain the content of the writing; on the contrary,
students in the U.S. take notes in their own ways (Takeya, 1992). Takeya attended U.S.
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schools and noted that her teachers rarely used blackboards and provided more oral
explanations instead; therefore, she had to summarize what the teachers said in order to
take notes. Moreover, regarding classroom transfers and time between classes, teachers in
most Japanese middle and high schools transfer classrooms; on the contrary, students in
U.S. schools at the secondary levels in general have to move to another classroom
between classes, and they are only given a few minutes to do so (Akiyma, 2012-2014;
Tsuneyoshi, 2001). These new experiences sometimes add up to culture shock that causes
students to experience anxiety, depression, frustration (Cooke, 1995; Iwamoto & Liu,
2010), homesickness (Okazaki-Luff, 1991), loneliness, and physical fatigue (Miyamoto
& Kuhlman, 2001).
Language Barriers
Secondly, language proficiency is another critical challenge for newcomer
students (Cooke, 1995; Endo, 2011; Ileleji, 2008; Harkins, 2001; Okazaki-Luff, 1991;
Takeuchi et al., 2002). The U.S. education system is designed for students in the
dominant group: students who are English speakers, white, and middle class. This
circumstance affects students in non-dominant groups, including ELL students at levels
1-3 (Abedi & Levine, 2013; Cummins, 2001; Harper et al., 2007). Gottlieb, Carnuccio,
Ernst-Slavit, and Kartz (2005) pointed out that ELL students must simultaneously acquire
English language skills and learn all of the other content areas in order to succeed in
school. One of the most serious issues in linguistic development faced by ELL students,
especially those who are at levels 1-3, is that a language cannot be acquired in a short
time span; nonetheless, these students are expected and required to acquire English in a
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very short period of time (Hakuta et al., 2000; Harper et al., 2007; Menken, 2010; Miller
& Endo, 2004; Zhou, 1997). Although ability differs from person to person, language
learners generally take three to five years to master English at the oral or social
proficiency level, and they need at least four years to attain academic language
proficiency (Cummins, 1981, as cited in Hakuta et al., 2000; Miller & Endo, 2004;
Niehaus & Adelson, 2013). “Academic English” is defined as “having a level of
proficiency with complex sentence structure and vocabulary so a student’s academic
performance is not adversely affected by limited language skills” (Badgett, Harreell,
Carman & Lyles, 2012, p. 691).
Among sojourner students, the language barrier is frequently the most concerning
issue they face during the early days of their sojourn (Hamann, 2001; Haneda & Monobe,
2009; Kanno, 2000, 2003; Koga, 2009; Yashiro, 1995). Harkins (2001) stated that
“Kaigaishijo [sojourner students], upon arrival, have limited ability to communicate in
English” (p. 336). With respect to communication problems, Rikyu (2009) introduced
some voices of former Japanese sojourner students: “I didn’t understand what teachers
were talking about,” or, “We (the student and a native speaker) didn’t understand each
other.” Moreover, Akiyama’s (2013, in press) participant, who is a Japanese immigrant
student, addressed a particularly intolerable experience—his classmates’ curious stares,
which he noticed were a result of his poor English skills. Kanno’s (2003) participant
relayed her bitter experience of being asked, “What are you thinking? Are you deaf or
ESL?” (p. 157)—this reflects that ESL students are sometimes considered handicapped.
Newcomers are very sensitive to being thought of as different (Yoshida et al., 2002), and
a sense of belonging is a particularly delicate subject for adolescents (Moss & Davis,
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2008). They feel that as ESL/ELL students that they are not respected or accepted
(Akiyama, 2013, in press; Kanno, 2003), and they often make efforts to eliminate the
language barrier by learning English from native English-speaking tutors (Akiyama,
2012-2014, 2013, in press; Koga, 2009; Miyamoto & Kuhlman, 2001; Yashiro, 1995)
and reading English books and watching English TV programs when they have time
(Yashiro, 1995).
The language barrier causes several challenges for Japanese sojourner students.
First, language proficiency is the key for any student’s academic success both in terms of
exam scores and classroom participation (Abedi, 2004; DebBurman, 2005; Hakuta et al.,
2000; Miyamoto & Kuhlman, 2001; Takeuchi et al., 2002). As previously mentioned,
active participation is required in U.S. classrooms; that is, Japanese sojourner students are
expected to participate in group discussions, presentations, and other student-led
activities. Not only does the language barrier affect them in class, but also outside of the
classroom—especially students at the 1-3 levels. For example, ELL students at levels 1-3
often struggle to understand homework concepts and spend a lot more time on their
homework than would be expected (Ileleji, 2008). These ELL students feel a lot of
pressure and stress, and this pressure becomes “language shock” (Ileleji, 2008, p.127),
the symptoms of which are very similar to culture shock.
The Model Minority Stereotype
Thirdly, stereotypical ideas of Asian students can affect Japanese sojourner
students. For instance, Asian students are expected to be good at math and science (Endo,
2011; Iwamoto & Liu, 2010; Zhou, 1997) and are often regarded as hard workers, high-
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achievers, problem-free, and requiring less attention within the classroom (Ngo & Lee,
2007; Yee, 1992). In fact, Japanese math and science lessons and expectations are more
advanced than those in the U.S. (Akiyama, 2012-2014; Endo, 2011; Ileleji, 2008; Rikyu,
2009; Tsuneyoshi, 2001). Therefore, many newcomer ELL students who are at levels 1-3
can understand the lesson concepts because of their background knowledge. However,
the more advanced the lesson content becomes, the more challenging it is for the
newcomers to understand (Abedi, 2004; Ngo & Lee, 2007). In effect, Akiyama’s (20122014) participant explained that she had a hard time grasping some of the technical terms
in science class, which made the class extremely challenging. She concluded that her
teacher still had high expectations of her based on her previous good understanding and
achievement. Preconceived notions of Japanese students’ abilities may leave teachers
unable to recognize the students’ needs and cause them to stop providing appropriate care
for them within the classroom.
Preparation as Future Kikokushijo
While acquiring U.S. culture and language, many adolescent Japanese sojourner
students make extra efforts to maintain the language fluency and academic achievements
they had in Japan as future returnees or kikokushijo (Haneda & Monobe, 2009; Kanno,
2000, 2003; Miyamoto & Kuhlman, 2001; Yoshida et al., 2002). This represents a unique
challenge that Japanese sojourner students face: they are expected to return to Japan and
resume their social and academic lives.
Many Japanese sojourner students face culture and language shock once they
return home, which is called reentry shock or readjustment difficulties (Hasebe, 1987;
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Koga, 2009; Miyamoto & Kuhlman, 2001; Takeuchi et al., 2001; Yoshida et al., 2002).
Several examples of issues that kikokushijo struggle with are difficulties in clearly
expressing their ideas in Japanese, getting accustomed to strict school rules, speaking and
acting appropriately, and establishing friendships (Hasebe, 1987, p. 202). Kanno (2003)
stated that several kikokushijo regarded themselves as incomplete—chu-to hampa in
Japanese—because of their lessened Japanese qualities and imperfect English (p. 156).
Also, many kikokushijo are considered to be disrespectful if they do not use honorific
speech (the speech that shows respect) to senior students at school (Kanno, 2000, 2003;
Yoshida et al., 2002). These examples of reentry shock strongly reflect how Japanese
sojourner students struggle in terms of linguistic, cultural, and social contexts after their
return. Consequently, some students face identity issues (Takeuchi, 2001; Yoshida et al.,
2002) and become targets for teasing, isolating, or bullying because they are seen as
“being different” or exhibiting manners, behaviors, or speech patterns that do not
conform to Japanese social norms (Kanno, 2000, 2003; Koga, 2009; Yoshida et al., 2002).
In terms of Japanese academic abilities, some students may face difficulties
understanding Japanese literature, Japanese history, and the more advanced science and
math lessons. In the meantime, they also run the risk of feeling bored in English class
because of their advanced linguistic ability (INFOE-USA, 2011; Rikyu, 2009).
Japanese public elementary and middle schools do not provide sufficient support
for kikokushijo, especially in the form of special courses for returnees (Yashiro, 1995).
Regarding the latest information, The Japan Overseas Educational Services or JOES
(2016) reported that there are nine (elementary and middle) schools providing special
classes for kikokushijo. However, these schools are all affiliated with national universities
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and located in metropolitan areas such as Tokyo, Nagoya, and Fukuoka (JOES, 2016). I
thus noted that many kikokushijo today have to resume their school lives in mainstream
classes or learn with students who do not have overseas experiences. Such a situation
causes another issue for kikokushijo–the lack of understanding and accommodation
makes the aforementioned challenges even greater concerns for Japanese students and
parents after their sojourn (Haneda & Monobe, 2009; Hasebe, 1987; Rikyu, 2009). Many
Japanese sojourner students are left to prepare themselves for reentry without outside
help and support—they try to maintain their Japanese qualities like language, culture, and
socializing manner in addition to academic skills.
A large number of sojourner students in North America attend hoshuko, or
Japanese Saturday school, in addition to attending local schools with local students
(Haneda & Monobe, 2009; Hasebe, 1987; Kanno, 2000, 2003; MEXT, 2009b; Nishida,
1999). Hoshuko follows the Japanese school curriculum and provides a place where
students can learn certain subjects—mainly Japanese language, math, and social
studies—in Japanese (Hasebe, 1987; MEXT, 2009b; Nishida, 1999) so that the sojourner
students can keep up with the basic academic content that students in Japan learn.
Such situations mirror how Japanese sojourner students face “double-duty”—they
need to be well prepared for their future return to Japan in conjunction with adjusting
themselves to their current U.S. school lives.
Benefits of Sojourning
Beyond facing educational issues in U.S. schools, Japanese students gain several
benefits during their sojourns, such as obtaining new cultural perspectives and languages
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in conjunction with maintaining their original identity or self-quality of being Japanese
(Spring, 2007). Exploring new cultures and languages enables learners to shift between
interpretive frames that are rooted in different cultures in response to cues in the social
environment (Spring, 2007). This helps learners to integrate with people in both their
home and their host cultural contexts, think more critically, and understand the world
through different perspectives (Haneda & Monobe, 2009; Kanno, 2003; Spring, 2007).
Additionally, becoming bicultural and bilingual is likely to have beneficial effects on
academic outcomes that are not available to monolingual immigrant students
(DebBurman, 2005; Cummins, 1996, 2001; Feliciano, 2001).
With respect to English ability, sojourning experiences may provide an advantage
for Japanese students. Over the past decade, Japan has been attempting to expand the
teaching of English to cultivate students’ English abilities—communicative skills in
particular—because of the importance of English in the global community in the 21st
century (MEXT, 2013; Spring, 2007). For example, the Japanese government decided to
introduce English instruction into high school English classes2 in April 2014, and they are
planning to sequentially conduct English instruction for English classes in public middle
and elementary schools (MEXT, 2013). However, Japanese students—in particular at
public schools—still have very little opportunity to learn English from native speakers
(i.e., to learn authentic English). This is because of a lack of native English language
teachers and insufficient training of English teachers who are Japanese (Nakabayashi &

2

In mainstream English classrooms in Japan, teachers used to teach English in Japanese with focuses on
college entrance exams, in which grammar and literacy skills were more emphasized than communicative
skills.
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Yoshida, 2010). This situation gives an advantage to Japanese sojourner students who
have learned authentic English in an authentic cultural setting.
New cultures and languages cannot be acquired in a short period of time
(Cummins, 1981, as cited in Hakuta et al., 2000; Miller & Endo, 2004; Spring, 2007), and
Endo (2011) stated that Asian immigrant youth who attended a Midwestern school
underwent a cultural adjustment practice due to marginalization. However, I believe that
examining how Japanese sojourner students experience bicultural and bilingual practices
and how they recognize the potential outcomes is advantageous in this research.

Literature Review on Identity Development
I conducted an extensive literature review to examine how Japanese sojourner
students might develop their identity, which resulted in the conclusion that adolescent
newcomer students can become emotionally sensitive while undergoing cultural and
linguistic changes and encountering new experiences (Akiyama, 2013; Bracey et al.,
2004; Spencer & Markstrom-Adams, 1990; Suárez-Orozco, Pimentel & Martin, 2009).
Browne (2012) said, “Our identity may be more influenced by what others believe about
us, their impressions of us, and how they react to our actions” (p. 16). This means that
relationships with peers—classmates, teachers, and communities—can have an impact on
constructing students’ identity development, which includes negotiation and maintenance.
As an example of successful identity negotiation, Morita (2004) discovered that
teachers’ good understanding of students’ cultural traits and personalities could lead
teachers to provide appropriate and adequate support for the students by respecting them,
and that could raise the students’ self-esteem and motivation to learn in the host country.
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Morita’s findings corroborate the importance of “micro-interaction,” suggested by
Cummins (1996, 2001). Micro-interaction is defined as “an interpersonal space where
minds and identities meet” (Cummins, 1996, p. 11), where power is created and shared.
Cummins (1996, 2001) pointed out that creating a collaborative environment within the
interpersonal space—which can be done by developing a secure sense of identity, hearing
students’ voices, and showing respect—could provide students with effective identity
negotiation.
On the contrary, a lack of respect or understanding of students’ backgrounds has a
decidedly negative impact on identity negotiation. For instance, adolescents of minority
ethnic groups who primarily speak a language other than English at home may face a
greater risk of things like alienation from classmates (Yu, Huang, Schwalberg, Overpeck
& Kogan, 2003). An Asian male student in Endo’s (2011) research stated his
uncomfortable feeling of his classmates’ attitude—the classmates, who were native
speakers of English, laughed at his accent in English. Moreover, one Japanese college
student in Morita’s (2004) research sent an e-mail to her instructor to consult about her
difficultly in understanding classroom lectures and to request extra support, but the
instructor did not offer to accommodate the student or change her teaching style; rather,
the instructor told the student that her language proficiency was the issue.
Japanese students in particular experience higher levels of stress in school
environments in relation to their non-sojourner peers (Akiyama, 2013; Jose & Kilburg III,
2007; Kanno, 2003; Morita, 2004). Under such circumstances, adolescent Japanese
sojourner students must become accustomed to new school environments and establish
new relationships with their peers and teachers at school. Therefore, I believe that
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exploring how Japanese sojourner students interact with their classmates and teachers,
and observing others’ reactions to Japanese students, would enable me to learn about
Japanese students’ process of identity negotiation.
For identity maintenance, attending hoshuko—Japanese Saturday school—has
several beneficial functions for Japanese sojourner students. First, hoshuko enables
Japanese sojourner students to maintain their home culture and language (Haneda &
Monobe, 2009; Kanno, 2000, 2003; Shibata, 2000). Especially in the Midwestern region,
which has a smaller Japanese population, few Japanese resources are available in the
community (Shibata, 2000); Shibata emphasizes that hoshuko can be an effective place to
provide Japanese cultural and linguistic opportunities as well as resources. Second,
Japanese sojourner students can receive emotional support (Endo, 2011; Kanno, 2000,
2003; Shibata, 2000) from other sojourner students and Japanese teachers that they meet
at these schools; they can make friends, share their culture and experiences, and
communicate with each other in Japanese. Such an environment provides comfort as well
as a sense of belonging for Japanese sojourner students (Endo, 2011; Hasebe, 1987;
Shibata, 2000). Third, Shibata (2000) mentioned that hoshuko is a place where students
can effectively use authentic Japanese language and culture by interacting with Japanese
peers and adults, which can foster a Japanese identity. For this aspect, I believe that
hoshuko could be a place that ties Japanese sojourner students to their home culture,
effectively allowing students to experience both Japanese and American cultures during
their sojourn.
In this chapter, I identified the theoretical framework and research questions; I
also reviewed literature on Japanese sojourner students. In the following chapter, I
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discuss the methodology of this dissertation research and explain the characteristics of the
methodological framework. Additionally, I explain the procedure for how I found a
research site, recruited research participants, and conducted data collection. I also detail
the data sources I used, how I collected data, and an explanation of my role in this
research.
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CHAPTER 3. METHODOLOGY

Introduction
This chapter explores the process by which I established the qualitative methods
for this research. First, I conceptualized the main research question. Second, on the basis
of the research question, I found an appropriate research site that would enable me to
explore my research interests. Finally, I recruited participants suitable for my dissertation.
This chapter includes a description of the methodology I used in my study, detailed
descriptions regarding how I searched for a research site and participants, as well as
information about the site and the participants’ backgrounds. This chapter also includes
the data sources I used, how I collected data, and an explanation of my role in this
research. I have used pseudonyms for all participants, locations, and institutions (except
my university) to protect their privacy.

Methodological Framework
In order to fulfill the plan of my dissertation, I took considerable time to design
and reconsider the methodology of qualitative inquiry. The initial research question in my
dissertation was: How do adolescent Japanese sojourner students perceive their learning
experiences in the Midwest? In particular, I aimed at examining: (1) what challenges and
benefits do Japanese sojourner students encounter at U.S. schools, and how do these
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experiences influence and shape their current identities and mindsets? (2) How do they
value and weigh their identity “negotiation” and “maintenance” during their sojourn in
the Midwest? (3) What aspects of their sojourning experiences do the students think will
be valuable to their future experiences as kikokushijo? These research questions directed
me to select a suitable methodological theoretical framework. I concluded that
phenomenography was the most suitable approach for this research in responding to these
fundamental questions.
Phenomenography
Ference Marton (b. 1939), a Swedish educational psychologist, and his colleagues
at the University of Gothenburg in Sweden established phenomenography in the 1970s; it
is recognized as a comparatively new approach to educational research (Huisman & Tight,
2014). Åkerlind (2005) noted that the first publications describing this approach appeared
in the early 1980s. This approach has become popular over the past decades, particularly
in the United Kingdom, Australia, Hong Kong, and Sweden (Åkerlind, 2005). Marton
and Booth (1997) defined phenomenography not as a method in itself, but as an approach
through which researchers could understand people’s ways of experiencing something.
More concretely, they described the notion of a “way of experiencing something” as “a
way of discerning something from, and relating it to, a context” (Marton & Booth, 1997,
p. 112). Marton (1981) proposed the idea that there is a fundamental distinction between
two perspectives when people interpret significant aspects of reality. One is “first-order”
or “from-the-outside” perspectives, which describe various aspects of the world itself; the
other perspective is “second-order” or “from-the-inside,” with which researchers describe

44
people’s views of various aspects of the world (p. 177). On the basis of this concept
Marton declared that phenomenography employs “second-order” perspectives—that is,
statements of people’s ideas about the world or perception of reality (not just statements
about the world) play a significant role in phenomenography. People experience certain
phenomena in various ways; thus, their perceptions, responses, and reactions toward their
lived experiences must be comprehended and described differently, and
phenomenography pays attention to this point of view. Therefore, the phenomenographic
approach represents the qualitatively different ways in which people experience,
conceptualize, identify, and understand various aspects of the world or phenomena
around them (Dortins, 2002; Entwistle, 1997; Huisman & Tight, 2014; Marton, 1981;
Marton & Booth, 1997; Ornek, 2008).
Phenomenography, with a principal interest in the variation of ways to experience
phenomena in the world, is effective for research in higher education (Entwistle, 1997;
Huisman & Tight, 2014; Marton, 1981; Marton & Booth, 1997). In fact, Marton and
Booth (1997) discussed several studies conducted with the phenomenographic approach
that targeted different types of learners as well as education settings (e.g., school children
in Sweden and China, university students majoring in engineering and social science,
preschool students, and adult learners). The idea of phenomenography is to make sense of
how people handle or perceive problems, situations, and their world. To do this,
researchers in phenomenographic studies pay close attention to understanding how their
participants experience problems, situations, and the world in relation to their reactions
(Marton & Booth, 1997). Learners do not always experience things in the same way; they
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have different experiences with various feelings, viewpoints, and judgments. Thus,
various outcomes result from the same phenomena.
Marton and Booth described the significance of phenomenography in education
contexts with Marton’s (1993) statement that phenomenography contributed to ‘‘the
anatomy of awareness as seen from an educational point of view” (Marton & Booth,
1997, p. 111). They continued:
This implies an interest in the variation and change in capabilities for
experiencing the world, or rather in capabilities for experiencing particular
phenomena in the world in certain ways. These capabilities can, as a rule, be
hierarchically ordered. Some capabilities can, from a point of view adopted in
each case, be seen as more advanced, more complex, or more powerful than other
capabilities. Differences between them are educationally critical differences, and
changes between them we consider to be the most important kind of learning. (p.
111)
Their statements led to the emergence of two essential elements in education research:
discovering priority sequences and understanding the critical aspects of learners’ ways of
experiencing the world.
In addition to varieties, phenomenography enables researchers to pay attention to
commonalities or similar perceptions of experiences (Åkerlind, 2005; Marton, 1981). In
my research, I assumed that several Japanese sojourner students would share similar
perceptions or understandings of their learning experiences, although their lives in the
Midwest were not the same. However, Åkerlind (2005) observed that it is ineffective and
inaccurate for researchers to isolate such commonalities in attempting to profoundly
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understand the world experiences of their subjects. I therefore recognized that varieties
and commonalities were inseparable elements in phenomenography.
For these reasons, I considered phenomenography to be the most suitable
approach for my dissertation research. Phenomenography enables me to examine how
adolescent Japanese students perceive or understand their learning experiences as
sojourner students in the Midwest. Because their different perceptions and thoughts
reflect their experiences and realities, they naturally understand the meaning of “being
sojourner students in the Midwest” in various ways, and their outcomes can be quite
different from one another. I believe that investigating each participant’s various
perceptions and awareness of their learning experiences during their sojourn is beneficial
in future educational development.
Case Study
The case study method was applied to this research as well. Qualitative case
studies enable researchers to examine complex phenomena within their contexts (Baxter
& Jack, 2008). Yin (2014) described case studies as effective when investigators desire to
explain present circumstances. In effect, this methodology is suitable for studies whose
questions require a widespread and in-depth description of some social phenomenon. Yin
(2014) continued, “A case study allows investigators to focus on a ‘case’ and retain
holistic and real-world perspectives, such as in studying individual life cycles…school
performance…” (p. 4).
This research consisted of two types of cases in terms of macro and micro
perspectives. On one hand, the “adolescent Japanese students in the Midwest, USA” was
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regarded as a macro case. Japanese sojourners reside in various areas throughout the U.S.,
and the population varies by location. A larger number of Japanese sojourners reside in
coastal regions or larger cities such as the greater Chicago area (MOFA, 2012); on the
contrary, the number of Japanese people who reside for a longer time period in the state
of Indiana is approximately 4,000 (Consulate General of Japan at Chicago, 2016), which
is small compared to other areas. Therefore, a geographic area and its population can be
identified as a “case” from a macro perspective (Yin, 2014). On the other hand,
individual cases were considered micro and have more concrete meaning. The main
purpose of this research was to explore how each adolescent Japanese student considered
their sojourning experiences and the critical aspects of experiencing their world. Thus,
individual adolescent Japanese sojourner students in this study were the core unit of
analysis.
With this in mind, I decided to explore my dissertation research using case studies
with the phenomenographic approach. The subsequent task was to find a research site
and recruit participants who could satisfy this research condition; I searched for
adolescent Japanese sojourner students and the educational institution that these students
attended for data collection.

Finding the Research Site
As soon as I completed my proposal defense, I met an IRB (Institutional Review
Board) analyst several times and asked what was required of me for the application to
obtain approval from the IRB. Several items were requested: an agreement letter from an
authorized individual (namely, the school principal), invitation letters for recruitment,
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consent and assent forms, interview question forms, and other documents both in
Japanese (original documents) and English (translation). Among these requirements,
finding the site was the most significant element; therefore, I first began searching for
appropriate research sites for my dissertation research. Since investigating Japanese
students’ perception of their learning experiences during their sojourning was the focal
aim in my research, I believed that observing their school lives would be a significant
data component. As such, I attempted to connect with a school district that included a
number of Japanese sojourner students.
However, I was not sure how I could access the Japanese sojourner students’
enrollment numbers in particular school districts or whom I could contact about this
concern. Public databases like the Indiana Department of Education (IDOE, n.d.) provide
detailed information such as enrollment of racial/ethnic groups (i.e., white, black, and
Asian) and of English language learners; however, they do not identify the number of
students from specific countries. This means that a school with a large population of
Asian students may not always have a large number of Japanese students, or more
precisely, sojourner students. Consequently, this assumption prevented me from
randomly contacting superintendents whose school districts contained large Asian
populations.
I consulted on this matter with a professor in my department who has connections
with several individuals working at school districts in the state of Indiana. After I
explained my concern about finding an appropriate research site, the professor
encouraged me to contact an ESL coordinator at a certain school district because she
thought that the coordinator could inform me of schools that had high Japanese
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populations. Soon after the professor and I sent e-mails to the coordinator, he contacted
me and informed me that a large number of Japanese students belonged to his school
district. With warm encouragement, he also gave me names of elementary and secondary
assistant superintendents that I could contact. I wrote request letters to these assistant
superintendents for consideration as a research site, in which I included my research
content, potential participants, length of data collection, as well as assurances of minimal
risk and interruption. In the following week, I received an e-mail of rejection from the
secondary assistant superintendent. After several weeks, the elementary assistant
superintendent sent a rejection notice to me when I sent a reminder to ask for their
decision. As a result, I was unable to conduct my research at local public schools. I had
reached a dead end at the beginning of my research.
I immediately consulted my committee chair, Dr. Phillion. After I reported the
series of events to her, she suggested that I contact her former advisee, Dr. Yamada,
whom I had met briefly when I started the doctoral program at this university several
years ago. Dr. Yamada lived in my neighborhood with her husband and children, and my
chair had happened to see her a few days earlier and had mentioned my research to her.
My chair and I assumed that she might have some connections with Japanese sojourner
families residing in her area and hoshuko (Japanese Saturday schools or supplementary
educational institutions) because of her children. I contacted Dr. Yamada and made an
appointment with her within a couple of days. On the day of my visit with her, she
welcomed me and listened to my concerns and the difficulties I was having with finding a
site. Dr. Yamada told me that she understood how challenging it was to conduct
dissertation research and that she would be able to introduce me to the principal of a
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hoshuko at which she works and that her children attend. She advised me to wait until the
following week so she could have the chance to mention me to the principal on that
coming Saturday before I contacted him. In the following week, Dr. Yamada contacted
me and said that I could contact the principal.
I wrote a letter of introduction to the principal in which I expressed my desire to
conduct dissertation research on the Japanese students attending his school, the aims of
this research, potential participants (mainly 10th and 11th graders, with their teachers and
the principal as supplemental participants), length of data collection, and data sources. A
few days later, I received a response from the principal, Mr. Sato. Expressing his
understanding for my research request, he required me to submit a recruitment letter to
the students’ parents/guardians. Mr. Sato informed me of the number of my target student
population, which I thought was not enough. Because I was using purposive sampling,
which is a useful recruitment method in qualitative research (Hays & Wood, 2011;
Krefting, 1991), I had decided that those who were not sojourner students or not planning
to return home were not suitable for this research. Thus, after a discussion with my chair,
I realized that I had to expand the target ages. The finalized potential participants were in
the 5th through 11th grades. In addition, I decided to involve the students’ parents because
parents’ perceptions or thoughts on their children’s learning experiences would be helpful
in understanding the students’ sojourning experiences from different angles. I also
believed that parents’ critical perspectives about their children’s sojourning lives would
enable me to more clearly envision the challenges and benefits of sojourning experiences
in the United States. These ideas are linked to the views of the importance of family

51
connection and parental involvement in overseas school lives (Crosnoe & Turley, 2011;
Kanno & Kangas, 2013).
To inform the potential participants of changes in my plan, I wrote to Mr. Sato;
within the week, he requested that I show him all changes in my research so that he could
make his final decision responsibly. Up until then I had exchanged several e-mails with
him, and I was becoming worried and wondering if my approach to him seemed
inappropriate. I personally felt that it was not appropriate to communicate with
individuals in higher positions (i.e., school principals) via e-mail several times.
Additionally, the topic that we discussed was earnest. In my cultural context, or my
personal view, I felt that I should meet with him in person and explain my research plan
in detail—I considered this an act of courtesy. Therefore, I made an appointment to meet
Mr. Sato at his school in early December 2014. For the meeting I prepared several
documents (research plan, letters for students’ parents/guardians, and interview questions
to potential participants) in conjunction with preparing the required materials for the IRB.
On December 3rd, I went to Salem Japanese Saturday School. My appointment
was at 1 p.m., and I arrived 15 minutes before that. Checking in and having been seated
in the lobby, I was approached by Mr. Sato, who called me into his office. In his office,
after introducing myself and expressing my appreciation for his kindness and having
taken the time to meet with me, I handed him my research plan. I explained the primary
focus of my dissertation, my reasons for conducting data collection with sojourner
students, their parents, and educators at hoshuko, and potential research sequences and
lengths.
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As the principal of several nihonjin gakko (Japanese schools) and hoshuko in
different countries, and Salem Japanese Saturday School for approximately 10 months as
of the day we met, Mr. Sato told me his thoughts about the recruitment of participants on
the basis of his views and experiences once I finished explaining my research plan to him.
He had not accepted any research applications at his school since he began working there,
but he assumed that finding sojourner students as participants at hoshuko could be
difficult. He told me that I might not be able to obtain a reasonable number of students, or
that I might not be able to find any participants at all. He then asked me what I would do
if I did not have any sojourner student participants in this study. I explained that I would
change the research target from sojourner students to educators at hoshuko, and I would
shift the research goal to investigate the educators’ perspectives of teaching and
interaction with these Japanese sojourner students. Noting that I had an alternative plan
for my study, Mr. Sato accepted my research plan. He said that I could send him copies
of the recruitment letters to Japanese students and parents so that teachers in the target
grades could distribute them once the IRB officially approved my research. Afterwards,
we talked about our life experiences—such as our lives in Japan, teaching experiences,
and overseas experiences. When I left Salem Japanese Saturday School, it was after 3
p.m. I felt a certain relief—I had finally found a research site to cooperate with.
Over the next two weeks, I finalized a recruitment letter for students at hoshuko
and their parents and made copies after Mr. Sato’s review. After I submitted the IRB
application, I was required to make several revisions, so I worked on that toward the end
of 2014. In the middle of January 2015, the IRB approved my dissertation research. I
asked Mr. Sato to distribute the recruitment letters to the students.
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Research Site
Definition of Hoshuko
The Ministry of Education, Culture, Sports, Science & Technology (2014)
reported that over 80 hoshuko were open in the United States as of 2014. Hoshuko are
supplementary educational institutions that are authorized and supported by Japanese
governmental ministries, such as the Ministry of Education, Culture, Sports, Science &
Technology (MEXT) and the Ministry of Foreign Affairs (MOFA) (MEXT, 2014).
MEXT assigns principals, vice principals, and teachers from Japan to several hoshuko
that have large enrollment numbers, for instance, one hoshuko in Chicago that enrolls
over 600 students (school website, 2015). On the other hand, smaller hoshuko have less
governmental support. For example, most hoshuko in the state of Indiana are regarded as
smaller schools, with enrollments of less than 50 students (Yoshida, 2015). According to
Principal Sato at Salem Japanese Saturday School, principals in smaller hoshuko are
often Japanese people who are not sent from Japan but originally reside in the United
States; they often work in local areas. Although hoshuko are authorized by the Japanese
government, they are not public educational institutions, but rather they are considered
private institutions, and they are supported by the Japanese governmental financial aids
and the Japanese companies’ donations in their areas (Mr. Sato, personal communication,
December 3, 2014). MEXT provides Japanese textbooks free of charge for students
attending authorized hoshuko; however, students even in the compulsory education levels
(from 1st to 9th grades) are required to pay tuition, and active parental participation is
expected for the sake of school management.
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MEXT (2009a) defined the aims of hoshuko with four dimensional aspects:
learning basic academic content as well as Japanese culture (content) in the Japanese
language (method) so that Japanese students (target) who attend local schools can
smoothly adjust to Japanese school life when they reenter Japan (goal). Most hoshuko are
open on Saturdays—excluding seasonal vacations, they usually have about 40 school
days during an academic year. For teaching content, many hoshuko usually teach mainly
Japanese and math due to insufficient school days and tight schedules. Besides lessons on
the basis of the Japanese curriculum, hoshuko also provide cultural events and traditional
ceremonies such as a field day and a graduation ceremony. With respect to the teachers,
they are basically locally employed and a teaching certificate is not necessarily required
since schools need to secure certain numbers of teachers—this means, teachers must be
authorized to work in the United States, such as being a U.S. citizen, or obtaining a U.S.
green card or work visa. (Hatakeyama, 2011; Mr. Sato, personal communication,
December 3, 2014).
Salem Japanese Saturday School
As of 2014, the state of Indiana did not have any Japanese day schools or nihonjin
gakko, but they did have five hoshuko (Consulate General of Japan at Chicago, 2016;
Yoshida, 2015). Salem Japanese Saturday School is one of the hoshuko; this school was
established in the early 1980s and is located in an urban area, Salem. They use a private
school’s property on Saturdays, which is common for many hoshuko. Students commute
to this school from various areas of Indiana; students residing close to the school
commute by car with their parents, and several students from relatively far away
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commute by a bus that the school provides—several students commute for about two
hours (school website, 2014). At Salem Saturday School, each classroom has up to 20
students, and students have five class periods from 9 a.m. to 2 p.m.; each class lasts for
about 40-50 minutes. Subjects vary by grade level—for example, early elementary levels
learn Japanese (kokugo) and math, higher grades of elementary and junior high school
levels learn social studies in addition, and high school levels learn English in addition to
all the previous subjects (school website, 2014).
This hoshuko enrolls students from kindergarten through high school. The
students are not only Japanese sojourner students, but also Japanese people who were
born in the United States, as well as students who have one Japanese parent. The student
enrollment in the 2014 school year of was over 300 (school website, 2014), and there
were approximately 30 school staff (teachers and secretaries). Many of the students’
parents were school officers (Mr. Sato, personal communication, December 3, 2014).

Research Participants
Since I did not hear from Mr. Sato for a couple of weeks about research
participants, I became anxious and some negative thoughts came to my mind. What if I
really do not have any students participate at this hoshuko? Do I have to change my
research plan again? At the end of January, Mr. Sato contacted me and notified me that
one student had applied for my research. Mr. Sato informed me of the student’s name,
Hinako Yoshida, her parents’ names, and their contact information. I called Hinako’s
mother on that day to make an appointment to meet Hinako and her parent(s) in order to
follow the necessary procedures for data collection.
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The Yoshidas
The Yoshida family lives in Springfield, which is a mid-sized city and a one-hour
drive away from Salem. In the first week of February, I drove to the Yoshida family’s
home, where Hinako, Ms. Yoshida, and Hinako’s younger brother Ryo welcomed me.
After greeting me, Ryo returned to his room to do his homework. I talked to Hinako and
Ms. Yoshida in the living room.
The Yoshida family moved to Springfield due to Hinako’s father’s job assignment,
and they had lived in Springfield for two and half years when I met them for the first time.
This was their first time living abroad. Hinako was an 8th grader and Ryo was in 5th grade
at the time. Both of them attend a local middle school and Salem Japanese Saturday
School. Hinako seemed to be a shy and quiet girl, but I noticed that she lucidly shared her
thoughts and talked about herself while we were discussing my research and schedule.
She told me that she had played volleyball for a long time and that she plays on a
volleyball team in their area. Ms. Yoshida is a cheerful, lively lady. Ms. Yoshida told me
that she was interested in my research topic and had discussed with Hinako whether she
wanted to participate. The Yoshida family encountered numerous challenges when they
moved to the United States, and Ms. Yoshida decided to participate in this research to
contribute to future sojourners; she said, “I hope we can help other people moving
hereafter.”
While I was outlining the procedure for my research using consent and assent
forms—I explained the aims and content of the research, expected methods of data
collection and its frequency and length, as well as confidentiality and potential risks—I
wondered if I could ask Ryo to participate in the research. I asked Ms. Yoshida if Ryo
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had an interest in this. I did not realize that Ryo had not received a recruitment letter or
been notified of this research at hoshuko, but Ms. Yoshida said that he would probably
participate, although he was busy at school during this semester. I then explained to her
that I only wanted to interview him once or twice, and Ms. Yoshida agreed to this. I
thanked the Yoshidas for their participation in my research and set up a brief meeting
schedule.
The following week, Principal Sato notified me that one more student had brought
an application form to him. Receiving the student’s name, Yui Sasaki, and her parents’
information, I called Yui’s mother and made an appointment to meet at their home that
weekend.
The Sasakis
I visited the Sasaki family one morning in February. When I arrived at their house,
Yui’s father and younger brother, Kenji, were about to go out. I greeted them and they
invited me to enter the house. Inside the house, Yui and Ms. Sasaki welcomed me, and
we talked in their living room.
The Sasakis also reside in Springfield, and they were relatively new to Indiana
when I first met them. Yui and her family had moved to Springfield the previous summer
due to her father’s job assignment, and they had lived there for almost half a year. Like
the Yoshida family, this was their first time living outside of Japan. Yui, whom I later
realized was a good friend of Hinako’s, was 14 years old and an 8th grader at hoshuko and
a 7th grader at a local junior high school because she had been lowered one grade level at
the beginning of her U.S. school life. I showed my appreciation for the family’s
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consideration and then followed the procedure. After listening to my explanation about
the research, Yui and Ms. Sasaki agreed to become research participants. I remembered
Kenji, and asked Ms. Sasaki how old he was—he was 11 years old and in the 5th grade at
a local elementary school and hoshuko. Assuming that he too might not have received
the recruitment letter at hoshuko like Ryo Yoshida, I asked Ms. Sasaki if Kenji could
participate in my research as well. Ms. Sasaki said that he would feel uncomfortable
talking to an unfamiliar adult in an interview style, but that it would be a good
opportunity for him to practice speaking in a proper way. I told Ms. Sasaki that either she
or Yui could sit in on my interviews with Kenji if that would make him feel more
comfortable. Ms. Sasaki agreed with my suggestion and told me that she would ask him
when he got home. I explained that I would set a meeting to explain the procedure to him
and Ms. Sasaki if he decided to participate in my research.
Once we finished discussing my research, Yui asked me why I study in the United
States. I briefly talked about my life in Japan and what made me decide to live in
California, Taiwan, and Indiana. She then asked how I learned English and developed my
communication skills. I told her that my English was not that good until I studied
overseas, and that I practiced English by talking to my host family and friends. I saw Yui
taking notes during our conversation, which made me think that she was concerned about
her English proficiency. When I left, I notified them of my visiting schedule for school
observations and interviews. I left the Sasaki house at noon.
After a while, I was notified that Ryo and Kenji had both decided to participate.
At that point, two Japanese sojourner families—consisting of four students and two
mothers—had agreed to participate in my research. I waited for Mr. Sato to notify me of
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additional participants, but I did not hear from him again. I believed that having one more
sojourner family would be necessary to deeply investigate the students’ learning
experiences in the Midwest, as well as to make my research more credible (Krefting,
1991). I consulted with my committee chair about my concern. Dr. Phillion suggested
that I might want to involve former sojourner students and their parents who used to live
in the Midwest. In fact, I had conducted a pilot study with a Japanese sojourner student
several years ago (Akiyama, 2012-2014). Sayo Tanaka was a middle school student when
I had interviewed her, and she returned to Japan in 2013. Sayo resumed Japanese school
life at junior high school, and she is currently a high school student.
I agreed that it could be beneficial to learn how former Japanese sojourner
students perceived their overseas school experiences, as well as how their learning
experiences influenced their Japanese school lives and their perspectives as kikokushijo,
or returnees. Thus, I decided to recruit the Tanaka family. I had gotten to know Sayo’s
mother throughout the pilot study and so I had her e-mail address. As soon as I received
IRB approval for this amendment to my research, I contacted her to explain my
dissertation research and the necessity of additional participants. Then I asked whether
Sayo, Ms. Tanaka, and possibly Sayo’s younger sister, Yuri, would be willing to
participate in this research. The following week Ms. Tanaka gave me a positive
response—she said her family was willing to join my study as a former Japanese
sojourner family. With appreciation, I replied to inform her that I would visit them in
Japan during the summer of 2015 to collect data.
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The Tanakas
I visited the Tanakas in July 2015 while I was in my hometown during summer
break. In the previous week, Ms. Tanaka had told me that Yuri, or Sayo’s younger sister,
could not participate because she had a club activity at school on the day of my visit;
therefore, I would have two participants from the Tanaka family. On the day of my visit,
Ms. Tanaka picked me up at the nearest train station around 9:30 a.m. and drove me to
their house. On the way to the Tanaka house, we chatted about how Springfield and my
university have changed since they left—we now have a brand-new supermarket near
their previous house in Indiana, as well as a new gym at my university. Ms. Tanaka
seemed nostalgic about her life in Indiana. At the Tanaka house, I met Sayo three years
after I had conducted the pilot study in Indiana.
The Tanakas used to live in Springfield because Mr. Tanaka’s company assigned
him a job overseas. Sayo, who has both older and younger sisters, was 11 years old when
she moved to the United States. She went to a local elementary school and then a middle
school, as well as Salem Japanese Saturday School, during her sojourn. She was 13 years
old when I interviewed her for my pilot study (Akiyama, 2012-2014). The Tanaka family
resided in the U.S. for almost three years, and Sayo was 14 years old when they returned
to Japan. I still clearly remember the day I met her for the first time. Sayo, in a colorful tshirt and wearing earrings, had seemed quiet and spoke to me softly and politely.
I did not see earrings on her ears anymore. Sayo is currently 16 years old and goes
to a public women’s high school near her hometown. Because we have known each other,
or perhaps because she had since grown up, she was still calm but spoke to me briskly
while we were following the research procedure with her and her mother. That was the
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only day I could meet with the Tanakas since Sayo had a tight schedule; therefore, I
interviewed Sayo and Ms. Tanaka on that day, and we continued to chat after the
interviews. When I left the Tanakas, it was almost 4 p.m.
Educators at Salem Japanese Saturday School
In addition to Japanese sojourner students and their mothers, teachers play an
important role in this research; it is crucial to hear their thoughts about their students’
learning experiences. Learning how educators observe their students’ hoshuko lives, what
functions they think hoshuko have, and how educators at hoshuko interact with sojourner
students are significant supplemental resources in the investigation of the sojourner
students’ learning experiences. Therefore, the hoshuko principal and one teacher were
involved in this study as supplemental participants to enrich my data sources. I
independently met Mr. Sato and Dr. Yamada—who was Yui and Hinako’s classroom
teacher until March 2015 (at the end of Japanese school year) and is my senpai (a senior
person at a school or company in Japanese) at my university—to explain the research I
had done with the Japanese sojourner families.
The Principal, Mr. Sato
Mr. Sato was assigned to Salem Japanese Saturday School in 2014. He was a
science teacher and later a (vice) principal at various schools in Japan. His first
assignment overseas was more than two decades ago. He had been assigned to Russia and
China as a teacher and principal of nihonjin gakko; therefore, he spent many years
overseas before he moved to Indiana, and he has extensive international experience. For
Mr. Sato, this is his first assignment to the United States.
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Dr. Yamada
Hinako and Yui were in the same class when they were in the 8th grade, and Dr.
Yamada was their classroom teacher. Dr. Yamada taught Japanese (kokugo) and social
studies to the eighth-graders. Dr. Yamada had been working at Salem Japanese Saturday
School for three to four years as a teacher as well as school staff (such as a receptionist)
when I interviewed her. Dr. Yamada has a husband, who was born outside of the United
States, and their children attend Salem Japanese Saturday School, too.
Dr. Yamada has lived in the U.S. for more than 15 years. Her first experience
studying abroad was when she was a high school student. She returned to the U.S. to
teach the Japanese language at a high school after finishing her undergraduate study in
Japan, and then she pursued her master’s and doctoral degrees at the university where I
am currently studying. I consider Dr. Yamada my senpai because her academic advisor in
the doctoral program was Dr. Phillion, who is also my academic advisor.
Ultimately, I ended up with 10 participants in my research: two current Japanese
sojourner families, one former sojourner family, and two educators at hoshuko. Because
their ages, genders, and standpoints vary, I believe that they all reveal different
perspectives on Japanese sojourner students’ learning experiences in the Midwest. I
began data collection in February 2015.

Data Sources
I explored the existing literature to search for appropriate data sources with
respect to characteristics of phenomenography and case studies. First, the focus of
phenomenographic research is on the conceptions that people have of certain phenomena
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(Ornek, 2008), and thick description is a key component. This idea leads to the use of
various methods, which enables researchers to effectively obtain thick descriptions. For
example, Dortins (2002) suggested that usage of “a series of deep and open-ended
interviews” (p. 207) is effective to obtain and examine people’s conception of certain
phenomena. Additionally, observations and document analysis are recommended as
effective supplemental methods for accurate, in-depth interpretation of people’s
perceptions (Åkerlind, 2005). Second, Yin (2014) addressed that case study “relies on
direct observation and interviews of the persons who are involved in the contemporary
events” (p. 12). He also advocated that case study has a unique strength in the full use of
various evidence, such as artifacts and documents besides interview and observation.
Furthermore, several scholars have emphasized that showing and maintaining
openness and neutrality is an essential element in collecting phenomenographic data
(Åkerlind, 2005; Dortins, 2002; Krefting, 1991; Marton, 1981; Ornek, 2008). To
accomplish this, my committee chair recommended that I show transparency—that is,
researchers can maintain their neutrality by keeping records of their standpoints, thoughts,
and behaviors during data collection and describe them in the text. For these aspects,
reflective journals can become an additional useful source of data.
Therefore, I used the following methods as data sources in my research:
individual interviews, classroom observations, documents, and reflective journals. I
began data collection in February 2015 and continued until July 2015.
First, for individual interviews, I interviewed Hinako, Yui, and Kenji monthly
(see Appendix A). Each participant accounted for five interviews in total. Ryo had a tight
schedule with his local school, so I interviewed him just one time in June 2015. When I
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interviewed Kenji and Ryo, their mothers attended because of the children’s ages; having
their mothers with them also reduced their anxiety about talking to an unfamiliar adult. I
interviewed Ms. Yoshida and Ms. Sasaki twice each (Appendix B) and Mr. Sato
(Appendix E) and Dr. Yamada (Appendix F) once each, as well as Sayo (Appendix C)
and Ms. Tanaka (Appendix D). Interview lengths varied from 30 minutes to 2.5 hours—
the more time I spent with them, the longer they spoke. All interviews were conducted in
our first language, Japanese. During interviews, the conversations were recorded by a
voice recorder, and I jotted down several highlights. After the interviews, I listened to the
conversations to create summary notes and transcriptions in Japanese.
Second, at hoshuko I observed Hinako and Yui two times a month from 8:30 a.m.
to 2 p.m. I did not observe Kenji or Ryo because they had not received my recruitment
letters in their classrooms or brought application forms to Mr. Sato. Because of this, I
assumed that Kenji and Ryo’s teachers and classmates were not aware of my research,
and that my appearance would disturb them and their lessons; thus, I focused on Hinako
and Yui for school observation. They were in the same class until March 2015, so I
observed them together. But they were assigned to different classes in the 9th grade, so I
observed Hinako and Yui separately from April to the end of the semester in June. While
I was observing, I took notes about their behaviors, attitudes, and utterances. When
Hinako and Yui were about to go to the library or cafeteria, I asked them if I could come
along and observe them from a distance. I conducted school observations nine times in
total.
In addition, I asked all sojourner students except Ryo to show me their
memorabilia from Japan and the United States. Hinako, Yui, and Kenji showed me items
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that they brought from Japan to the U.S., and Sayo showed me an item that she brought
back to Japan at the completion of her sojourning. I took photos of these items with their
approval. Since I could interview Ryo only one time, and the interview time was
relatively limited, I did not ask to see his memorabilia.
Finally, I kept reflective journals. As soon as I completed interviews and
classroom observations, I rushed to my car and used a voice recorder to record what I had
heard and seen, as well as how I felt, while my memory was still fresh. Once I returned
home, I wrote reflective journals about the data gained on that day. I briefly wrote a
summary of procedures and content of events, and I also described my thoughts,
impressions, doubts, reflections, and questions for future interviews and observations.
The summary of the participants, data sources, and frequency of data collection is in
Table 1 below.
Table 1
Summary of participants and data sources
Name*

Interviews

School observations

Documents

Hinako Yoshida

5 times (02-06/2015)

9 times (02-06/2015)

Yes

Ryo Yoshida

1 time (06/2015)

No

No

Ms. Yoshida

2 times (03 and 06/2015)

N/A

N/A

Yui Sasaki

5 times (02-06/2015)

9 times (02-06/2015)

Yes

Kenji Sasaki

5 times (02-06/2015)

No

Yes

Ms. Sasaki

2 times (03 and 06/2015)

N/A

N/A
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Table 1 Continued
Sayo Tanaka

1 time (07/2015)

N/A

Yes

Ms. Tanaka

1 time (07/2015)

N/A

N/A

Mr. Sato

1 time (05/2015)

N/A

N/A

Dr. Yamada

1 time (04/2015)

N/A

N/A

* All participant names are pseudonyms
All data sources contributed to understanding how the adolescent Japanese
sojourner students perceived their learning experiences in the Midwest with different
viewpoints, which was the initial research question of this study. These data sources also
revealed how the Japanese sojourner students valued and weighted the identity
“negotiation” and “maintenance” during their sojourn in the Midwest. In particular,
individual interviews gave me several insights about what challenges and benefits the
Japanese sojourner students perceived at U.S. schools; their voices also helped me to
learn how these experiences influenced and shaped their identities and mindsets as
sojourners. Additionally, interviewing sojourner students and their mothers contributed to
understanding what aspects of their sojourning experiences the students think will be
valuable to their future experiences as kikokushijo.

The Role of the Researcher
Van Manen (1997) mentioned that communication plays a significant role with
respect to understanding human experiences in depth. To accomplish this understanding,
I believe that researchers should be sensitive to the target (in my case, Japanese)
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languages and cultures in order to negotiate terms and expectations and to interpret
participants’ feelings and attitudes in a proper way. I was born and grew up in Japan and I
went to Japanese schools (kindergarten through university). Thus, I am familiar with
Japanese social and school cultures—beliefs, attitudes, and perceptions. In addition, I
have experiences of U.S. cultures (in California and Indiana) as a student and an educator.
Although I did not receive a K-12 education in U.S. schools, I learned the U.S. school
system throughout my study and teaching as a graduate teaching assistant in education
courses at Purdue University. With respect to languages, I am a native speaker of
Japanese, and I am able to communicate using proper speech and behaviors according to
situations. For these reasons, I possess appropriate qualifications to understand learning
experiences of Japanese sojourner students in the Midwest.
In this study, I was responsible for conducting all research processes—I
conceptualized the study, created research questions, established a reasonable
methodology, selected a research site and participants, collected data that consist of
interviews, school observations, and documents, and analyzed data, report findings, and
future implications. Therefore, I was the sole person who contacted all research
participants and managed their data—because of this, establishing trust between the
participants and me became one of the prominent features in this research, and this was
what I was most concerned about.
To gain the participants’ trust, I was punctual for all appointments. For example,
prior to the appointment days, I made sure to send reminder emails to participants and
their mothers, and on the meeting day I showed up at least 5 minutes before the
appointment time. Soon after interviewing each participant, I set about transcribing our
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conversations, and I sent the transcripts to the participants within two weeks to confer
with them in case I had misunderstood their words or if they had any portions they
wished to delete from the transcriptions. For school observations, I always arrived at
Salem Japanese Saturday School at 8:15 a.m. or 15 minutes prior to my appointment time.
Appropriateness and politeness are other significant ways of establishing trust. I
always visited hoshuko or Salem Saturday School in formal attire—a jacket, pants, heels,
and no accessories. I wore an official nametag provided by my university so that school
staff, students, and parents could identify that I was at hoshuko for academic purposes.
After checking in at the entrance, I walked to Mr. Sato’s office to greet him, Dr. Yamada,
and the other teachers, and then I waited for Hinako and Yui’s arrival in the lobby. While
I was waiting for them, I greeted all teachers, parents, and students who came through the
door. In the classroom, I sat at the back of the room and observed Hinako and Yui. At the
beginning of lessons, students and teachers stood up and greeted each other, which is a
common courtesy in schools in Japan (Tsuneyoshi, 2001); I followed this custom. During
class, I quietly observed my participants with good posture (i.e., I never crossed my legs).
At the end of the observation, I always thanked Dr. Yamada and other teachers who were
in charge of Hinako and Yui’s classes, Mr. Sato, and other staff members before signing
out.
Apart from this, establishing rapport played a significant role in gaining trust, and
rapport is an essential element with respect to conducting qualitative research (Baxter &
Jack, 2008; Krefting, 1991; Polkinghorne, 2005). In particular, I kept in mind
establishing a good relationship with the adolescent Japanese students—not simply like
the relationship between an investigator and participants; rather, I behaved as their
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interlocutor or a person to casually talk with. On the days of the interviews, my attire was
less formal, and we used casual speech in their rooms so that we could communicate in
comfortable atmospheres. With the mothers and hoshuko educators, I used more formal
speech, but we shared our life experiences in Japan and the United States and talked
about various topics besides interview questions.
Providing individual support also enabled me to establish good relationships with
the Japanese sojourner families. My dissertation research did not provide the participants
with any direct rewards, but I wanted to contribute to their sojourning lives in some way.
At the end of May, Ms. Yoshida asked me if I could show Hinako and Ryo’s
grandparents around my university when they visited the Yoshidas in the coming month.
Purdue University has several landmarks, and various notable people graduated from or
taught/teach at this university, such as Neil Armstrong, Amelia Earhart, and Dr. Ei-ichi
Negishi, a Japanese chemist who won the Nobel Prize in 2010. Thus, Ms. Yoshida
thought it would be a good opportunity to show them the campus. I gladly accepted her
request and conducted a campus tour for them. In addition, one day I noticed that Ms.
Sasaki was looking for a tutor who could teach English grammar in Japanese to Yui and
Kenji. They had left Japan before learning basic English grammar at school in Japan, and
they had difficulties with their literacy skills. I told Ms. Sasaki that I could teach English
grammar to her children because I was an English instructor at a cram school (juku) in
Japan and am familiar with the instruction of English. Ms. Sasaki accepted my offer and
my tutoring continues to this day.
Being punctual, polite, and friendly effectively enabled me to establish trust with
each participant, and these were prominent elements throughout the data collection. As a
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researcher, I was always aware of my ethics regarding data management, such as
securing collected data and protecting participants’ confidentiality. Some participants
shared very difficult and uncomfortable experiences with me, and some even cried during
interviews. I asked them if they wanted me to stop voice recording or eliminate the
portion from the transcripts, but they did not mind my keeping the record as fact. I
believe that I could not have gained such valuable data without my participants’ trust.
This chapter provides an overview of the process by which I established this
research with a phenomenological approach. In the following chapter, which is an
interlude section, I explain how I established a structure in order to reveal the participants’
thoughts on their sojourning experiences in the Midwest. In addition, I detail how I
analyzed the data collected in that section.
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CHAPTER 4. VOICES OF JAPANESE SOJOUNER STUDENTS
(INTERLUDE SECTION)

Introduction
The following three chapters present the sojourning experiences of my
participants in their own words. Each chapter contains the story of one of the three
families—the Yoshidas, the Sasakis, and the Tanakas. In each story, the students—
Hinako, Ryo, Yui, Kenji, and Sayo—are considered the primary sources; they reflect
upon their learning experiences in the Midwest. The mothers—Ms. Yoshida, Ms. Sasaki,
and Ms. Tanaka—are secondary sources; they describe how they perceived their
children’s sojourning lives.
Creating family portraits is an effective approach of portraying the participants’
own voices and providing readers an opportunity to learn about the participants from a
personal perspective. As previously mentioned, I applied a case study method to my
research, and I chose the “adolescent Japanese students in the Midwest, USA” as a case
to explore their sojourning experiences (Chapter 3, p. 46). Furthermore, communicating
with the sojourner students and their mothers, I learned that each family had different
beliefs, perspectives, and sense of values—for example, certain families placed
importance on local schools rather than Japanese Saturday schools, and some families
were concerned about post-sojourning lives while living in the Unites States. Therefore, I
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created portraits of each family unit in order to portray their perceptions of their
sojourning experiences along with exploring each student’s experiences. Moreover, each
portrait conveys my voice and perspective in order to elaborate how I understood the
participants’ perception of their experiences.
For this study I followed the procedure of data analysis for phenomenography
(Åkerlind, 2005; Marton & Booth, 1997). In this chapter I explain the procedure for
phenomenographic data analysis and the associations between the analyzed data and the
research questions. I also address the structure of the upcoming chapters concerning the
interviews I conducted with the Japanese sojourner families in the Midwest, USA.

Data Analysis: Categories, Pools of Meaning, and Outcome Space
After creating transcripts of the interviews, I repeatedly read each participant’s
transcripts. Considering the focal and subordinating research questions, I tried to find
several key words that reflected how the research participants discerned their learning
experiences as sojourners in the Midwest. Åkerlind (2005) provided clear steps for the
phenomenographic data analysis; thus, I followed the suggested procedure.
The first step was to create categories. Examining each participant’s transcripts, I
paid attention to frequently used words and phrases such as “English,” “friends,”
“homework,” “sports,” “difficulty,” “benefits,” “pre-sojourning,” “local schools,” “after
returning to Japan,” and “future.” I then created categories on the basis of these remarks
(Åkerlind, 2005; Marton & Booth, 1997). I found approximately 30 to 40 categories
within the students’ or Hinako, Ryo, Yui, Kenji, and Sayo’s transcripts, and
approximately 30 within their mothers’ or Ms. Yoshida, Ms. Sasaki, and Ms. Tanaka’s.
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The second step was to make “pools of meaning.” On the basis of the categories, I
created more specific classifications that consisted of two or three keywords and detailed
explanations of the connection between them, i.e., “pools of meaning” (Åkerlind, 2005;
Marton & Booth, 1997). Marton and Säljö (1984) stated that the meanings in pools of
meaning are “embedded in the quotes regardless of whether these different meanings
originated from the same individuals or not” (p. 42). Thus, the pools of meaning become
a collection of segments from the participants’ interview data that refer to their
discernments of the phenomenon, as well as a starting point for further analysis (CollierReed & Ingerman, 2013). For example, two of the pools I created consisted of “local
school and friends” and “difficulty, English, and homework.” Åkerlind (2005) indicated
that pools of meaning enable researchers to learn how the participants understood or
perceived certain phenomena. Åkerlind also stated that pools of meaning are beneficial to
exploring how differently, or how similarly, the participants perceived the phenomena—
namely sojourning experiences in this research.
The final step was to find the “outcome space.” While reviewing all the pools of
meaning, I explored the differences, and similarities, in how each participant experienced
their sojourning life in the Midwest. The set of results of participants’ various awareness
of experiencing a particular phenomenon is called the “outcome space” (Marton & Booth,
1997). Outcome space is developed from the researcher’s analysis and interpretations of
the data collected through interviews with participants, as well as other methods such as
observations and documents (Åkerlind, 2005; Lin & Niu, 2011; Marton, 1981; Ornek,
2008). Lin and Niu (2011) explain the concept of outcome space in greater detail:
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The outcome space is represented analytically as a limited number of qualitatively
different ways of experiencing the phenomenon, including the structural
relationships between these different ways of experiencing. This structuring of the
outcome space involves highlighting key aspects or ‘dimensions of variation’ that
have been found, to link and separate the different ways of experiencing the
phenomenon constituted in the outcome space. (p. 2)
A principal interest of phenomenography is in the variation of ways to experience
phenomena in the world (Entwistle, 1997; Huisman & Tight, 2014; Marton, 1981;
Marton & Booth, 1997). Therefore, I paid attention to how differently the sojourner
students and their mothers perceived and understood their sojourning experiences in the
Midwest and what they valued or considered important during their sojourn. On the other
hand, commonness, as well as variation, is also a significant component to discover in
phenomenography (Marton, 1981). For that reason, I believed that the Japanese sojourner
students and their mothers would also have much in common regarding the experiences
they had while residing in the Midwest.

Selected Pools of Meaning
With these points in mind, I selected seven pools of meaning: (a) pre-sojourning,
(b) the beginning of sojourning, (c) genchiko or local schools, (d) hoshuko or Japanese
Saturday school, (e) friendships, (f) post-sojourning, and (g) benefits of sojourning.
Moreover, I created additional pools for factors that played significant roles in the
participants’ sojourning lives. For example, I created a pool of “sports—volleyball” for
the Yoshida family.
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These pools become fundamental terms to elicit how the sojourner students and
mothers understood their experiences; therefore, I employed these pools as focal headings
and constructed the portraits of the Yoshidas and the Sasakis: the current sojourner
families. For the Tanakas, or the former sojourner family, I particularly placed more
emphases on the pool (f) or “post-sojourning,” although Sayo and her mother shared their
experiences about their sojourning lives with me. The reasons for this were Sayo and Ms.
Tanaka are the only returnees to Japan in my research, and they shared their various
experiences of post-sojourning or after coming back to Japan. Thus, I created several subheadlines under the “post-sojourning”—such as, “classes at Japanese public school” as
well as “kikokushijo in a collectivist school culture.”
All pools listed above mirrored or described how differently and similarly the
Japanese students and mothers experienced their sojourning lives in the Midwest. These
pools contributed to the outcome space of the initial research question: How do
adolescent Japanese sojourner students perceive their learning experiences in the
Midwest? In addition, pools (a) through (f) were useful in finding answers to two
subordinated research questions: (1) What challenges and benefits do these Japanese
sojourner students encounter during their sojourning, and how do their experiences
influence and shape their current identities and mindsets? and (2) How do they value and
weigh their identity “negotiation” and “maintenance” during their sojourn in the Midwest?
Lastly, pool (g), or “benefits of sojourning,” provided data for the third subordinated
question: (3) What aspects of their sojourning experiences do the students think will be
valuable to their future experiences as kikokushijo?
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Chapter five and chapter six are the stories of the current sojourner families—the
Yoshidas and the Sasakis—and chapter eight is the story of the former sojourners or Sayo
and Ms. Tanaka. The next chapter is the story of the Yoshida family: Hinako, Ryo, and
Ms. Yoshida. Their story was written on the basis of interviews with these three
participants, observations of Hinako at Salem Saturday School, and Hinako’s documents.
For the Sasaki family, likewise, I wrote their portraits adopting their interviews, school
observations of Yui, and Yui and Kenji’s documents. Regarding the Tanaka family, I had
interviewed Sayo while she was in Springfield (Akiyama, 2012-2014); thus, their portrait
was written based on previously existing data, and the interviews with Sayo and Ms.
Tanaka, and Sayo’s document that were obtained in July 2015.
To cite their voices, I translated them from Japanese into English. Although
research studies generally should be written in a formal style, I deliberately use casual
speech and contractions, such as “hmm” and “don’t,” in all of the families’ stories to
accurately represent their voices. It is important to express the friendly and casual nature
of the interviews to show how establishing trust and a sense of familiarity with the
participants played a significant role in my research.
The portraits of each sojourner family play a role in accumulating data—
interviews, school observations, and documents—to analyze. After the set of the stories
of each family, the chapter on data analysis is provided in chapter nine. In that chapter, I
analyze the collected data to seek for the outcome space or findings of the research
questions.
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CHAPTER 5. THE STORY OF THE YOSHIDA FAMILY

Pre-Sojourning
When I met the Yoshida family, they had lived in the Midwest for two and half
years. The Yoshida family had moved to Springfield from a coastal area of Japan due to
Mr. Yoshida’s job assignment—Mr. Yoshida works for a Japanese company that makes
automobile parts. Hinako and Ryo were notified of their impending move to the U.S.
about six months before their departure. At that time, Hinako was an 11 year-old girl in
5th grade, and Ryo was a 9 year-old boy in 3rd grade. When she first found out, Hinako
had a negative feeling about moving to the U.S.
Reiko: How did you feel when you were told about moving to the U.S.?
Hinako: Well… I cried. I played volleyball and I had good friends on my team, so
I didn't want to be separated from them… As the moving date approached, I cried
a lot. Honestly, I didn't want to come here. (Hinako, personal communication,
February 13, 2015)
Hinako was mostly concerned about her friends on the volleyball team because her goal
was to win the tournament with her teammates. It was a huge shock when Hinako
realized that she would be moving to the United States in the middle of the volleyball
season. On the other hand, Ryo’s reaction was simple.
Ryo: Hmm… I didn’t feel anything special.
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Reiko: Did you think about your friends in Japan?
Ryo: Not really… because I can hang out with them when I return to Japan. (Ryo,
personal communication, June 26, 2015)
Ryo believed that he could meet his friends again when he completed his sojourning;
therefore, moving to the U.S. did not seem to affect Ryo as strongly as it affected Hinako.
Regarding specific preparations prior to moving to the U.S., such as learning
about potential neighborhoods and local schools, I asked Ms. Yoshida if she had gained
any information before their move to Springfield. Ms. Yoshida, having had a tight
schedule because she worked as a full-time schoolteacher in Japan, told me that for the
most part she had not gotten any information about Springfield or its local schools. One
reason for this lack of information was that Mr. Yoshida’s company typically sends only
one or two employees to the Midwest at a time. Because the employees’ wives usually
did not have many connections or a supporting network in the Midwest, it was difficult
for Ms. Yoshida to find people to ask questions about the place they were going to move
to while they were in Japan. Even though Ms. Yoshida had been told that she could
contact families who had previously been assigned to Springfield, she was hesitant to do
so.
Ms. Yoshida: My husband knew the man who had previously held his position, but
I don’t know him or his wife. Also, I couldn’t really imagine what life in the U.S.
would be like while I was in Japan… so I wasn’t sure what questions I should ask
before coming to the United States. I had thought it would be alright once our
new life started here…. but the reality was actually tough. (Ms. Yoshida, personal
communication, March 20, 2015)
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Mr. Yoshida initially moved to the U.S. by himself, and Hinako, Ryo, and Ms. Yoshida
followed him a few months later. Soon after they moved to Springfield, Hinako and Ryo
started attending local schools, Forest Middle School and Forest Elementary School,
where the number of Japanese students was very small.

The Beginning of Sojourning
I asked Hinako what she remembered when she started school in Springfield.
Hinako mentioned that there was one Japanese sojourning girl who was the same age as
Hinako, and the school arranged Hinako’s class schedule so that Hinako and the other
Japanese student would take the same classes. Even though Hinako encountered many
new things in a new school system, such as transferring classrooms and using personal
lockers, as well as the language barrier in English, Hinako received support from her
Japanese friend. This friend shared notes with Hinako and helped her understand English
in class, but only for a couple of months. Hinako realized that her friend’s sojourn would
end soon, and she became nervous at the idea of her friend leaving.
Hinako: She was scheduled to go home after my first winter break here. At that
time, I relied on her all the time… I was so nervous to think that I would be alone
after she left. I didn’t know anything about school at that time. (Hinako, personal
communication, February 13, 2015)
Hinako regarded herself as a natural worrier, and her Japanese friend’s departure made
her extremely nervous. I asked her what in particular made her so nervous; her answer
was, “English.”
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Hinako: She always helped me… I was anxious about her leaving because I
couldn’t speak English well at that time… I would imagine being late for a class,
and needing to explain to my teacher why I was late… imagining that I couldn’t
explain clearly, I felt really nervous. (Hinako, personal communication, February
13, 2015)
Besides having to speak and understand English, homework was another challenge
Hinako faced at the beginning of her schooling in the U.S. Although Hinako wanted to
complete her homework, she had often been at a loss as to what to do because she could
not understand the questions: “I didn’t understand English at all… I tried to do my
homework as much as I could, but I didn’t understand what they said” (Hinako, personal
communication, February 13, 2015).
Suddenly placed in a new environment—new and unfamiliar school, rules,
classmates, language, and culture—Hinako recalled anxious and frustrating moments
from earlier in her sojourn in the Midwest, and such stress made her disappointed and
upset.
Hinako: I cried every day when I came to the Unites States. I had a lot of
homework every day. I tried to do it but I couldn’t. I cried every night and
morning… I kicked a table and yelled. (Hinako, personal communication,
February 13, 2015)
Ms. Yoshida explained Hinako’s situation.
Ms. Yoshida: During the week, Hinako screamed every morning and night, saying,
“I don’t want to go to school!” One day I drove her to school, but she wouldn’t
get out of the car. She knew that she had to go to school every day, but she just
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couldn’t enter the school gates. Sometimes she stayed away from school, and
sometimes she was absent from her morning classes. Jumping into a new world,
in which she didn’t understand anything, was really tough. Staying at genchiko
[local school] for seven hours a day would have been very stressful for her. (Ms.
Yoshida, personal communication, March 20, 2015)
Ms. Yoshida also mentioned Hinako’s struggles with her homework.
Ms. Yoshida: She stayed up late to finish her homework every day—staring at
textbooks and a desktop to translate the texts for hours. After sleeping for a
couple of hours, she resumed homework before going to school, but she couldn’t
finish it. Hinako was so frustrated. Kicking chairs and turning over the dining
table, she often screamed, “I want to go back to Japan!” (Ms. Yoshida, personal
communication, March 20, 2015)
Learning curriculum in middle schools is more complicated in comparison to elementary
school, and it only becomes more difficult in higher grades. Ms. Yoshida was told by an
acquaintance that Hinako was experiencing the hardest time of her sojourn, and Ms.
Yoshida felt encouraged that Hinako’s situation would gradually improve and become
better during the next two years.
Ms. Yoshida: But I wanted to know how to survive at that moment. I needed
someone to help us. We desperately tried to survive those days. My husband and I
discussed whether I should leave Springfield and return to Japan with the kids if
Hinako continued struggling with school. (Ms. Yoshida, personal communication,
March 20, 2015)
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Ms. Yoshida often contacted teachers to discuss Hinako’s difficulties. Ms. Yoshida,
Hinako, her teachers, and a school counselor had several conferences, and they arranged
an appropriate curriculum for Hinako in which teachers reduced or exempted her from
homework. Ms. Yoshida mentioned that this approach was helpful and that Hinako
gradually adjusted to school. Ms. Yoshida remembers that it took almost 18 months after
the move to the U.S. for Hinako’s situation to become better. With tears in her eyes, Ms.
Yoshida said, “Now we are all fine; we currently enjoy [sojourning] life” (Ms. Yoshida,
personal communication, March 20, 2015).

Genchiko or Local School
When I asked Hinako and Ryo about their local school lives, I noticed that their
reactions were different. Ryo went to Forest Elementary School at the beginning of his
sojourn (he currently goes to Forest Middle School). Like the middle school, the
enrollment number of Japanese students at Forest Elementary School was very small, but
that did not matter to him. Ryo always interacted with friends and played basketball and
football, which were his favorite things to do at school.
Ryo: I like genchiko [local school]. I like to play with my friends during recess.
(Ryo, personal communication, June 26, 2015)
Ryo did not belong to a particular friend group, but he always found interesting groups
and joined them. Since Ryo was the only Japanese student in the groups, he always
communicated with his friends in English.
Ryo: I think my English is okay. Sometimes we use gestures when we don’t
understand each other. (Ryo, personal communication, June 26, 2015)
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Unlike Hinako, Ryo did not talk much about his early experiences at school. Thus,
when I had an individual interview with his mother, I asked how he was when they
moved to Springfield.
Reiko: When Ryo-kun [“kun” is an honorific suffix for boys] started going to
genchiko, how was he?
Ms. Yoshida: He seemed fine. He didn’t whine or complain about genchiko. He
may have faced some difficulties like Hinako, but I guess he understood Hinako’s
suffering… Perhaps he didn’t want to make me more worried or show his anxiety.
(Ms. Yoshida, personal communication, June 26, 2015)
As previously mentioned, English was not a significant hindrance for Ryo in
communicating with friends or peers, but it was an obstacle for Hinako. Hinako thought
of English as “the biggest difficulty,” and she explained that her lack of fluency in
English made her feel nervous, embarrassed, and unwilling to speak out at school.
Hinako: Because I’m not good at speaking English, I feel that it’s difficult to
express myself as I want to. When I talk to my friends, my heart beats fast… I’d
feel embarrassed if I couldn’t express myself well. (Hinako, personal
communication, March 20, 2015)
Hinako told me that she became shy and quiet at school, and she was often alone and did
not spend time with friends. Difficulties in English communication might have kept her
from making friends at Forest Middle School.
Besides interpersonal communication skills, Hinako pointed out that academic
English was an additional obstacle at Forest Middle School. Ryo had the same problem—
he had a hard time understanding certain subjects at school. Hinako often faced
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difficulties in understanding social studies and mainstream English classes, while science
was a challenging subject for Ryo. There were several reasons why they struggled with
these subjects. First, both Hinako and Ryo pointed out the vocabulary.
Ryo: In science class, I often encounter many unknown terms, and I get confused.
(Ryo, personal communication, June 26, 2015)
Second, Hinako and Ryo had trouble understanding their teachers’ instructions. In
mainstream classes (i.e., social studies and English), Hinako’s teacher often gave
instructions orally without visual aids—that is, using a blackboard or showing a
display—or individual help.
Reiko: Do you think your teacher realizes when you have difficulty in class?
Hinako: Hmm… I don’t think so. My teacher usually moves forward. (Hinako,
personal communication, March 20, 2015)
Moreover, the content of lessons seemed to be another reason for their difficulties. For
example, Hinako watched a documentary video in her English class, and then there was a
classroom discussion about the video. But Hinako was not sure what the video was about;
therefore, it was hard for her to participate in the discussion. Because of difficulties
understanding English, Hinako usually remained quiet in class.
Mr. and Ms. Yoshida had been concerned about their children’s English skills
since before they moved to the Midwest. In fact, when Mr. Yoshida arrived in Springfield
earlier than his family members, his coworker suggested that he hire tutors for Hinako.
Mr. Yoshida looked for bilingual tutors, who spoke Japanese and English, but he noticed
that very few bilingual tutors were available in Springfield. He joined the waitlist for a
bilingual tutor for Hinako prior to her arrival in the Midwest. Soon after they arrived in
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Springfield, Hinako, Ryo, and Ms. Yoshida found a monolingual English tutor and took
English lessons for a half-year. Ms. Yoshida recalled their stressful situation at that time.
Ms. Yoshida: We had to master English. We seriously needed someone’s help—
we needed someone teaching English to us. So we hired a tutor to practice
communication… she was actually a monolingual English speaker. It was very
hard. We couldn’t understand what she meant at all, but we couldn’t explain our
struggle to her in English. We were tense every time we had a lesson. (Ms.
Yoshida, personal communication, March 20, 2015)
I assumed that her husband’s job situation and limited support from his company were
the reasons for Ms. Yoshida’s concern about English. To make a smooth transition at
work, Mr. Yoshida was extremely busy at his new work site for the first few months;
therefore, Ms. Yoshida was solely responsible for taking care of her children regarding
school involvement. That is, she had to comprehend what school newsletters said in order
to prepare the required items for her children.
Ms. Yoshida: I spent hours and hours trying to comprehend what a piece of paper
[newsletter] said. I was so frantic to understand English.
Reiko: Was it possible for you to ask for help from a translator at your husband’s
company or some Japanese people in your neighborhood?
Ms. Yoshida: We are supposed to hire personal translators regarding children’s
schooling. The company doesn’t provide translators to the family except for
emergencies. I could have asked a Japanese person in my neighborhood, but I
wasn’t sure how much I could rely on her. I thought that she probably had to
spend a lot of time to read the newsletters, too… so I couldn’t ask her for help
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easily. I also thought that I should read it before asking for help translating. (Ms.
Yoshida, personal communication, March 20, 2015)
After the family had been in Springfield for six months, the bilingual tutor Mr.
Yoshida had signed up for became available and Hinako started lessons. As of March
2015, she had two American tutors—besides the bilingual tutor, she had a monolingual
English-speaking tutor (who is different from the monolingual tutor mentioned earlier).
These tutors mainly taught English grammar and helped Hinako with her homework at
her local school. Hinako’s answer to my question, “How did you decide what to study
with your tutors?” Hinako’s answer was quite straightforward.
Hinako: Because I can’t start anything without understanding English. To solve
math questions or understand what I’m learning in a social studies class, I should
understand English first of all. (Hinako, personal communication, March 20,
2015)

Sports—Volleyball
Throughout my interviews with Hinako, Ryo, and Ms. Yoshida, I came to
understand that the Yoshida family loves and values exercise. For example, I asked
Hinako and Ryo what their favorite subjects were and they both said, “P.E.” They
explained that they could move freely in P.E. class; in addition, Hinako said, “I don’t
have to think about English” (Hinako, personal communication, February 13, 2015).
Moreover, I noticed that sports—especially volleyball—played a significant role in
Hinako’s sojourning life in the Midwest.
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Hinako and Ryo had both played volleyball for several years while they were in
Japan. Hinako wanted to continue volleyball and looked for a club team soon after she
moved to Springfield. Hinako and her parents asked her teachers at her local school and
hoshuko or Japanese Saturday school, as well as Mr. Yoshida’s coworkers, if they knew
of any volleyball teams that Hinako could participate in. Afterwards, they found a local
club team, which consisted of students from several different schools. Hinako
emphasized several reasons why volleyball played such a significant role in her
sojourning life.
Reiko: Why did you want to play volleyball right after coming to the U.S.?
Hinako: Because I’ve been playing volleyball for a long time, I really wanted to
continue it even after I moved here. Also, I thought I could make friends on the
team. And my everyday life is in English… so… volleyball is the sole thing that I
can enjoy. (Hinako, personal communication, March 20, 2015)
Not only did volleyball provide Hinako with the opportunity to make friends, but it also
helped relieve the stress of trying to learn English.
After passing the tryout, Hinako and Ryo participated in the team and started
twice-a-week practices. When they started practicing, they did not understand what their
coach said; thus, Mr. Yoshida’s Japanese coworker accompanied them to practice for a
while to support them and translate the coach’s instructions into Japanese.
During our first interview in February 2015, Hinako mentioned that she liked to
chat with her teammates; at our follow-up interview in March, I asked how she interacted
with her teammates. She described her teammates and coach as funny and friendly, and
she said that they usually enjoy chatting. From our conversation, I assumed that Hinako
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felt comfortable and liked the friendly atmosphere. In particular, Hinako mentioned that
one female teammate—who was Hinako’s age—often talked to her, and that she had
been invited to this girl’s house party. In addition, they often took photos together that the
girl would upload on Instagram, a social media service. Although the girl and Hinako
went to different middle schools as of summer 2015, they would go to the same local
high school the following school year, and Hinako looked forward to it.
Hinako described herself in Japan as a very energetic girl who loved talking with
her friends, saying, “I talked with both girls and boys” (Hinako, personal communication,
March 20, 2015). However, she had been struggled with communicating with classmates
at school in the U.S. due to her worries about her English communication skills.
Regarding “local friends,” Hinako mentioned, “Several friends listen to me and
understand me even though I cannot communicate well. I feel thankful for them” (Hinako,
personal communication, May 15, 2015). I assumed that Hinako was talking about her
teammates as well as her friends at Forest Middle School. This suggested to me that
Hinako had indeed gained an opportunity to expand her friendship circle through
volleyball. Ms. Yoshida thought it was valuable for Hinako to play volleyball during her
sojourn.
Ms. Yoshida: Hinako looks very lively when she plays volleyball. Volleyball is her
life. (Ms. Yoshida, personal communication, March 20, 2015)
As of June 2015, Hinako had finished middle school, and she was attending a summer
P.E. course at a local high school. Hinako thought attending the summer course was a
good opportunity to get adjusted to the new school, enjoy exercising, and make new
friends.
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Friendships
At our third interview in April, Hinako showed me significant items she brought
from Japan. She showed me several photo albums—handmade scrapbooks and a
graduation album from her elementary school in Japan. I noticed colorful cards and
letters in these albums. Her best friend at school, who was also on the same volleyball
team, had made most of these albums and asked Hinako’s friends to write letters to her.
Pointing out one of the albums, Hinako explained.
Hinako: She handed this album to me on the day I left for the United States. After
the school trip [students in Japan usually visit several historical places in 6th grade
as a school trip], I had only two days until I left for the U.S., but my friend had
developed the photos that we took during the trip and created the album for me
soon after returning from the trip. I was so surprised that I cried.
Reiko: Do you often look at photos in these albums?
Hinako: When I first came here, I often looked at these photos and read the letters.
(Hinako, personal communication, April, 24, 2015)
During the previous winter, the Yoshida family had temporarily returned to Japan.
According to Hinako, sojourning families at Mr. Yoshida’s company are allowed to
return home for several weeks after staying for a certain period of time in the United
States.
Hinako: At night on the day I returned to Japan, I met my friends from the
volleyball team, and we went to karaoke. During our stay in Japan, Ryo and I
went to the elementary school we used to go and attended classes with our friends
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for several days. My friends had written letters and gave them to me. I was really
happy to receive them.
Reiko: Do you often contact your friends in Japan?
Hinako: Yes. We use LINE [an online message tool] and often exchange text
messages. (Hinako, personal communication, April 24, 2015)
I saw Hinako’s photo in her graduation album. Since Hinako came to the U.S. before she
completed elementary school, I wondered how she had gotten the album. Hinako
explained that her teacher had shipped it to her at the end of the Japanese school year.
Hinako also told me that her teacher had invited her to write an essay for their graduation
works collection; Hinako did so and her essay was put in the collection.
Hinako told me that she often reviewed the albums and letters that she received
from her friends when she felt sad during her sojourning. Hinako explained the
importance of her friends in Japan.
Hinako: When I came here at first, I had thought, “Why do I have to suffer? Why
only me? No one in Japan feels like this.” During such times I looked at these
photos and read letters from my Japanese friends… and they relieved me. These
letters cheered me up and made me realize that I have many good friends in
Japan. (Hinako, personal communication, April 24, 2015)
Friends in Japan seemed to be indispensable for Hinako. Since Hinako described herself
as shy and quiet at school, her attitude may have kept her from making friends. Such a
situation may have caused Hinako to feel a stronger connection to her friends in Japan. I
also assumed that using LINE or other forms of social media enabled Hinako to feel
closer to her friends in Japan. Hinako told me that she wants to go to the same high
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school with her friends and play volleyball together after returning to Japan, and this
proves my ideas about her feelings toward her friends in Japan.
On the contrary, Ryo’s access to his friends in Japan was limited. He could not
use LINE due to his age (LINE sets age limits), so Ryo and his friends did not have
accounts; thus, he hardly had any contact with his friends in Japan. I guessed that this fact
could be related to Ryo’s active involvement at school in Springfield. Ms. Yoshida, on
the other hand, gave me a different perspective than mine. She guessed that Ryo and
Hinako’s differences at school probably came from gender and age differences, as well as
Ryo’s outgoing personality. Ms. Yoshida thought boys at Ryo’s age or early teenagers
often become friends via playing sports. As to Hinako’s personality, Ms. Yoshida
explained by mentioning Yui Sasaki, who is Hinako’s friend as well as one of my
research participants.
Ms. Yoshida: I think personalities make differences. I think Yui-chan [“chan” is an
honorific suffix for girls] was very excited and motivated to come to the United
States. Yui-chan seems to enjoy her life here although she has faced difficulties
with English. It’s natural not to understand English so soon… I think it’s okay,
but Hinako didn’t think it was okay. She wanted to understand [what other people
were doing or talking about]. (Ms. Yoshida, personal communication, March, 20,
2015)
Throughout this research, I communicated with all the participants only in Japanese.
Therefore, I did not have an opportunity to listen to Hinako speaking English, so I am not
sure about her English proficiency. But Ms. Yoshida pointed out that English proficiency
may not have been the crucial obstacle limiting Hinako’s classroom participation or
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relationships at Forest Middle School. Rather, Ms. Yoshida thought that Hinako’s worryprone personality, especially her anxiety about her English skills, prevented her
participation in class and interaction with classmates at school.
Hinako also worried about her English skills compared to those of another
Japanese student, Yui Sasaki. When Hinako was first notified that a new Japanese
family—that is, the Sasakis—would be moving to Springfield, she did not take the news
well. Although Hinako and Yui are now good friends, Hinako initially wished that Yui
would be going to a different middle school.
Hinako: To be honest, I didn’t want any Japanese person to come to my school
because I was afraid that the person would already understand English better
than I did, even though I’ve lived here longer. I was also worried that I wouldn’t
know English well enough to help her at school… I’d heard that the girl [Yui]
was choosing either Forest Middle or another middle school in this area, and I
didn’t want her to come to my school. (Hinako, personal communication, March
20, 2015)
After having spent more than two years in the U.S., Hinako did not seem to feel very
worried about a new Japanese student’s arrival. In fact, when we had an interview in
February 2015, Hinako mentioned the new Japanese student’s arrival in the coming
summer. The new student, according to Hinako, was her age and would go to the same
high school the next year. Hinako continued, telling me that the girl had gone to an
international school in Japan where she received her education in English; therefore, she
assumed that the student did not have any trouble with English. Remembering Hinako’s
early struggles at school, I asked her about her feelings about the girl. Hinako told me
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that she and Yui had already met the girl a couple of times as of June 2015. Although I
could sense that Hinako felt a little anxiety about the new friend, Emi, her answer
sounded mostly positive;
Hinako: I'm nervous to take the same classes as Emi-chan, but it’ll be fun to have
lunch with her and attend school events. And I can chat with Emi-chan at school.
I’m excited about going to school with her. (Hinako, personal communication,
June 26, 2015)
Ms. Yoshida revealed that she had had a talk with Hinako about Emi.
Ms. Yoshida: Hinako had been concerned about Emi-chan because of her
background in English. I told Hinako that Emi-chan, of course, can speak English
well because she has received her education in English since she was in
elementary school. I told Hinako that she had improved her English over the past
two years, and she should be proud of that… I also told her that she is excellent at
volleyball, and that is her strength. Everyone has different strengths, so Hinako
doesn’t have to compare herself with Emi-chan on the basis of English skills.
Even if Emi-chan can speak English well and make American friends easily at
genchiko, I told her not to worry about it. (Ms. Yoshida, personal communication,
June 26, 2015)
Although I had little information about Emi because she arrived in Springfield in
late May and was not involved in my research, I felt that Hinako had established a good
friendship with Emi. Ms. Yoshida, referring to Emi’s friendly personality, had a positive
feeling about Hinako’s having a new Japanese friend in their area, especially since the
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number of adolescent Japanese sojourner students in Springfield, especially at secondary
levels of education, was quite limited.

Hoshuko or Japanese Saturday School
I observed Hinako at hoshuko or Salem Saturday School nine times in total (from
February to June 2015). When I began the observations, it was the third and final
semester of the Japanese school year, and Hinako and Yui were in the second grade at
junior high school in Japan, which is equivalent to eighth grade in the American school
system. Students in Springfield commute to Salem Saturday School by bus. Since it takes
more than an hour to reach Salem, Hinako, Ryo, and other Japanese students from
Springfield including Yui and Kenji Sasaki departed before 7:30 a.m. on Saturdays, and
they left school around 2:00 p.m. I observed Hinako and Yui from 8:30 a.m. till the end
of the school day, including recess and lunch periods. Ryo talked about hoshuko, but I did
not obtain the school’s agreement to observe him; therefore, in this section I use
interviews with the Yoshida family about hoshuko and Hinako’s school observations as
focal data.
My first school observation began in the middle of February 2015. I observed
how Japanese students would spend their mornings at hoshuko while I was waiting for
Hinako and Yui to arrive. Every time a bus arrived, many students came in the entrance
hall and greeted the receptionist and teachers by saying, “ohayo gozaimasu,” which
means “good morning” in English. Most students wore general backpacks, but I saw
several elementary students wearing randoseru, which are backpacks commonly used by
elementary students in Japan. Some girls wore red randoseru, some boys wore black ones,
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and some other students wore pink or blue ones. Students walked directly to their
classrooms and spent their free time chatting with friends or completing homework
assignments until the morning class meeting began. Several parents came with their
children; I guessed they were in charge of school duties on that day—such as school
patrols, bell duties, and librarians. I saw several teachers, students, and parents talking in
Japanese in the hallway, but I hardly heard English there (observation, February 14,
2015). Observing Japanese students, teachers, and parents in the hallway became a part of
my morning routine while I was at Salem Saturday School.
The bus from Springfield usually arrived at 8:35 a.m. Hinako walked right to the
classroom with Yui; therefore, I followed them and observed how they spent their time
until their teacher, Dr. Yamada, came to class. Hinako and Yui were assigned to the same
class until the end of March 2015; they spent most of the time together with other female
students, and Hinako and Yui visited each other after they were assigned to different
classrooms after April 2015. As I saw in the hallway, all students in the classroom talked
in Japanese. As far as I could see, Hinako looked lively and talked lucidly with her
friends. It was new for me to see Hinako’s positive attitude because she was usually quiet
and calm when we talked at her house. To this point, Hinako explained.
Hinako: When I started hoshuko, I was very quiet in class as I was at genchiko,
but when I became a 7th grader, I decided to show myself more. Now I enjoy
chatting with my friends at hoshuko, so I have fun there.
Reiko: Do you think you can show yourself at hoshuko as you were in Japan?
Hinako: Not perfectly, but who I am at hoshuko is closer to who I was in Japan.
(Hinako, personal communication, March 20, 2015)
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At hoshuko Hinako frequently spent time with her friends and chatted—she was joking,
laughing, and often talking about upcoming quizzes during break time between classes.
Furthermore, when two male students talked about a Japanese animation, I saw Hinako
jump into the conversation and get excited (Hinako, observation, April 25, 2015).
Hinako: I feel stressed at genchiko [local school]. So, I feel better... how to say… I
feel like it’s fun to talk with my friends at hoshuko [Japanese Saturday school].
(Hinako, personal communication, May 15, 2015)
Hoshuko seemed to play a significant role in social interaction for Hinako. In terms of
friends, Ryo also mentioned that he liked to interact with his Japanese friends, although
he preferred his local school to hoshuko.
Ryo: I prefer genchiko to hoshuko. Well, I like to play with my Japanese friends at
hoshuko better, but I don’t like studying there. I like recess time at hoshuko, but I
don’t speak out at all during class—I’m very quiet there. (Ryo, personal
communication, June 26, 2015)
To my question, “What is your favorite time at hoshuko?” Hinako’s answer was recess
and lunch time because she enjoyed talking to her friends. As previously mentioned,
Hinako was a very energetic girl and loved talking with her friends before coming to the
United States. “Willingness to talk with friends” is one of the main ways that Hinako
expresses herself.
At Salem Saturday School, they learn kokugo (Japanese), math, and Japanese
history (8th grade) or Japanese civics (9th grade). Hinako appeared to be an active student
during class, not just during recess and lunch—she actively gave her opinions and asked
her teachers questions. For example, I observed that Hinako frequently asked her
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teachers to explain the meanings of unknown terms; she also asked her math teacher how
to solve problems that she had just learned during recess time (Hinako, observation, May
23, 2015). Moreover, one day I witnessed Hinako taking a leadership role in a civics
class—which had been combined with another class that day. On that day the students
were split into two groups to have a debate regarding public utilities. To gather the
group’s thoughts, Hinako took the initiative and organized their opinions, and she
suggested what her group should present in front of the class (Hinako, observation, June
13, 2015). Hinako explained the situation and her feelings.
Reiko: I saw you were in the center of the conversation in the group and managed
the discussion within the group.
Hinako: Yes, my group members were quiet, and no one tried to speak up. I didn’t
like the quiet atmosphere. That’s why I gave my opinion first.
Reiko: Throughout the school visits, I’ve frequently observed you giving opinions
and suggestions in class. Did you often give opinions in class while you were in
Japan too?
Hinako: No, I didn’t raise my hand or give opinions in class at all when I was in
Japan. Actually, I’ve only spoken out in class [at hoshuko] since I came here.
(Hinako, personal communication, June 26, 2015)
Hinako said that she remained quiet at her local school; on the other hand, she spoke up a
lot and often took the initiative at hoshuko. I assumed that the atmosphere at hoshuko
made Hinako more comfortable with sharing her opinions. Although I did not report
Hinako’s school life at hoshuko to Ms. Yoshida, she recognized Hinako’s personal
growth in terms of school participation.
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Ms. Yoshida: My kids were so quiet and remained silent in class in Japan, and my
husband and I always had wanted them to become more active, like giving
opinions in class. I understand Hinako cannot yet show herself at genchiko… but
she sees her American friends actively participating at genchiko. My kids, I guess,
are now learning the significance of expressing themselves throughout their
genchiko lives. I believe it’s a good influence on them and motivation to actively
show themselves. I hope they can speak out more in Japanese class after
returning to Japan. (Ms. Yoshida, personal communication, June 26, 2015)
Ms. Yoshida’s thought gave me the idea that Hinako’s local school life positively
impacted Hinako in terms of her classroom participation, and hoshuko was a place for her
to break out of her shell.
I also paid attention to the participants’ awareness of academic achievement in
Japanese curriculum throughout the school observation—I explored how Hinako took
classes and how she felt about attending two different types of schools during her sojourn.
At Salem Saturday School, I often witnessed Hinako preparing for small quizzes with her
friends by asking each other questions and sometimes rushing to complete homework
with her friends in the morning. Hinako explained that she usually had a large amount of
homework at hoshuko in addition to her local school.
Every time I visited hoshuko, I saw several workbooks, handouts, and notebooks
piled up on a vacant desk; students at Salem Saturday School are required to submit their
homework by the beginning of the first period. Hinako also mentioned that she usually
spent most of her time on weekdays completing her homework at the local school and
hoshuko. Ms. Yoshida recognized a large amount of assignments from local and Japanese
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Saturday schools, and she felt that Hinako and Ryo were doing their best regarding
studying. She recalled her children’s different reactions about local and Japanese
Saturday schools at the beginning of their sojourn.
Ms. Yoshida: It was hard… Hinako cried during the week because she didn’t want
to go to genchiko. Then Ryo cried on the weekend because he didn’t want to go to
hoshuko, saying, “Why should I go to school and study on Saturdays?” (Ms.
Yoshida, personal communication, March 20, 2015)
Attending two different schools seemed to be burden to Hinako in terms of academic
achievement and heavy assignments, although Hinako generally showed positive feelings
toward hoshuko.
Hinako: Last week [in June], I had midterm exams at hoshuko and final exams
and projects at genchiko. I couldn’t spend a lot of time studying for exams at
hoshuko because I had to remember all the U.S. presidents’ names for the exam at
genchiko… so, midterm exams were difficult. (Hinako, personal communication,
June 26, 2015)
I was wondering which school Hinako gave more importance in such a circumstance, so I
asked.
Reiko: Between genchiko and hoshuko, how do you balance these schools? Do
you place more importance on one school than the other?
Hinako: Hmm… I cannot say which school is more important. For genchiko, I
prioritize the subjects that I’m confident in… like math. It’s easy. I study difficult
subjects like English and social studies with my ESL teacher. For hoshuko’s
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subjects, I especially review civics since the lesson pace is fast, and I need to
understand lots of terms. (Hinako, personal communication, June 26, 2015)
At the completion of her sojourn, Hinako is planning to transfer to a local public
high school in Japan. There she will resume her Japanese school life and receive a high
school education following a Japanese curriculum. Hinako thought that going to hoshuko
could minimize potential academic challenges after returning to Japan, but attending two
different schools in the U.S. was demanding.
Hinako: I’m sure the learning contents in Japan are more complicated than those
of genchiko, and I’m worried about whether I’ll be able to catch up with the
contents when I go home… so I continue going to hoshuko so I won’t be in trouble
[regarding academic contents] even when I’m busy playing volleyball. (Hinako,
personal communication, May 15, 2015)
Ms. Yoshida, in effect, seemed to think that the local schools rather than hoshuko were
more important—she thought that both Hinako and Ryo had to master English to
comprehend what they learned as well as catch up with the curricula at the local schools.
On the other hand, she was concerned about her children’s Japanese language skills—she
sometimes noticed them being confused and using incorrect Japanese phrases.
Ms. Yoshida: If we were going to live here forever, I don’t think my kids would
necessarily go to hoshuko… but we’ll return to Japan in the near future, so my
kids need to remember the Japanese language. (Ms. Yoshida, personal
communication, June 26, 2015)
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With such a concern in her mind, Ms. Yoshida felt that hoshuko could help Hinako and
Ryo to maintain their Japanese language skills; thus, she had them go to hoshuko even
though they had busy schedules with their local schools and volleyball.

Post-Sojourning
When I conducted the final interview with the Yoshida family in June 2015, they
had finished two-fifths of their sojourning assignment, which is 5 years in total. When
they complete their sojourn in the spring, Hinako will be 16 years old and a 10th grader at
the local school, which is equivalent to the 11th grade in the Japanese school year; Ryo
will be 14 years old and an 8th grader in the U.S school year, which is equivalent to a 9th
grader in the Japanese school year. Hinako, Ryo, and Ms. Yoshida revealed their plans
for their after-sojourning lives.
Hinako would like to go to a local public high school in her hometown when she
returns to Japan. The high school has a good volleyball team, and she would like to play
volleyball with her old friends at the school. The other reason why Hinako chose this
school was because the public high school has kikokushijo-waku—waku means “frame”
in English—which is a special consideration for returnees or kikokushijo in terms of
entrance and transfer. More details about kikokushijo-waku will be provided in a
following chapter.
Throughout our conversations, I noticed that both Hinako and Ryo were
concerned about their future school lives in Japan—especially about academic
achievements. Hinako worried about whether she would be able to catch up with the
curriculum at a high school in Japan because she was already having difficulties in math
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at hoshuko and she had not been learning science. Ms. Yoshida told me that Hinako was
planning to lower one grade down, from the 11th grade to the 10th (freshman) so that she
would be able to review things that she previously learned at hoshuko to catch up with
school.
In comparison to Hinako, Ryo was not very anxious about his academic ability as
of summer 2015. When they complete their sojourning, Ryo will be a 9th grader and a
high school examinee—most students in the 9th grade in Japan take high school entrance
examinations. Although this fact had not really sunk in yet, Ryo shared his unarticulated
anxiety as a future high school examinee.
Ryo: I’m worried about science and social studies because I don’t learn these
subjects at hoshuko. In addition, I’m not confident in kokugo [Japanese] either.
(Ryo, personal communication, June 26, 2015)
Besides Hinako and Ryo, I noticed that Ms. Yoshida also felt a little uneasy about
her future role as a mother of kikokushijo in terms of preparing to return to Japan. For
example, Ms. Yoshida was not sure when she should contact the public high school
regarding Hinako’s transfer procedure. In addition, Ms. Yoshida was concerned about the
timing of the return. She assumed that Mr. Yoshida’s job assignment in the U.S. would
end in May, and school years in Japan begin in April. Therefore, Ms. Yoshida, Hinako,
and Ryo might have to leave the U.S. earlier than Mr. Yoshida because of their school
schedules. Ms. Yoshida mentioned that she would consult with the hoshuko principal and
teachers on these issues one year prior to their departure.
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At the same time, Ms. Yoshida wanted her children not to worry about postsojourning life even though she understood their anxiety about being kikokushijo. Ms.
Yoshida hoped her children would continue to enjoy their current life in the United States.
Ms. Yoshida: They are doing their best at genchiko and hoshuko, so I don’t want
to force additional studies on them… like having them read Japanese books. I
want them to enjoy now [their current sojourning life]. I want them to stay healthy
and experience various things while we are here, like having fun with friends and
trying different sports. It can’t be helped to worry too much about the future. I
believe we will manage our lives somehow when we return to Japan. (Ms.
Yoshida, personal communication, June 26, 2015)

Benefits of Sojourning
Lastly, I noticed that Hinako and Ryo had recognized their growth and
development throughout their sojourning experience in the Midwest. First of all, they felt
that residing in the U.S. and attending local schools had provided them with various
opportunities and would continue to do so in the future. For example, Ryo had an
opportunity to play various sports at his local school, and he as well as Ms. Yoshida
considered that a beneficial experience during his sojourn. Ryo played different types of
sports—i.e., volleyball, baseball, soccer, and American football, which is not yet very
popular in Japan—and Ms. Yoshida and Ryo expected that this experience could mean
more choices for Ryo since he wanted to go to a sports-oriented high school in Japan.
English development will also likely provide greater opportunities for Hinako and
Ryo. Both of them articulated that they were learning English well and had developed
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their communicative skills at the local schools. Hinako showed motivation to further
develop her English—she had a goal to improve her English writing skills for the
upcoming school year.
Hinako: I’d like to improve my English writing skills in high school. I want to be
able to write essays like American students. (Hinako, personal communication,
June 26, 2015)
Moreover, Hinako wanted to make use of her intellectual benefits in the future. She did
not have a specific goal for a future occupation, but she wanted to work with children and
use English, such as an English teacher at a kindergarten, because she liked to interact
with children. Ms. Yoshida noted that Hinako and Ryo’s English development enabled
them to offer her linguistic support. One time when I was interviewing Ms. Yoshida, she
had a visitor, who spoke English, and Hinako translated and communicated with him for
her. Referencing such situations, Ms. Yoshida felt that they would not be able to learn
authentic English in Japan.
In addition to her English development, Hinako sensed that her sojourning
experiences influenced her mental growth. Hinako realized that she used to be an extreme
natural worrier. But Hinako felt that she had learned not to worry too much anymore
although she did not clearly mention or identify what changed or influenced her. On this
point, Ms. Yoshida thought the U.S. classroom environments and her classmates had
good impacts on her children. She sensed that Hinako and Ryo had learned to be active
and gradually expressed themselves in class by learning with domestic students at the
local schools. Regarding mental growth, Ms. Yoshida also mentioned that Hinako and
Ryo gained survival skills throughout their sojourning experience.

105
Ms. Yoshida: I think both of them became mentally stronger. They gained skills to
endure along with living with the language barrier. They are trying to handle
challenging situations despite their struggles with encountering so many unknown
things. They have learned how to survive. (Ms. Yoshida, personal communication,
June 25, 2015)
Ms. Yoshida felt that their mental growth was also reflected in their being responsible for
communication with their local schools. Hinako and Ryo took care of themselves in ways
like reading newsletters and communicating with teachers for their mother.
Ms. Yoshida felt that social skill development was another beneficial point for her
children. Ms. Yoshida told me that Hinako had interacted and communicated well with
adults when several Japanese families had a social gathering. Ms. Yoshida also said that
Hinako and Ryo actively took care of younger Japanese children there.
Ms. Yoshida: I don’t think that the young kids their [Hinako and Ryo’s] ages
[teenagers] in Japan want to play with younger children… rather, they prefer to
hang out with their friends the same age or grade. But my kids interact with
preschool-age children here and take care of them well. We would hardly have an
opportunity like this in Japan. (Ms. Yoshida, personal communication, June 26,
2015)
Lastly, Hinako articulated that she was able to experience various things during
her sojourning and that such experiences expanded her points of view or ways of thinking.
To cite a significant case, Hinako encountered numerous difficulties and suffered as a
cultural and linguistic minority student at a local school, which is something she would
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never have experienced in Japan. Such unpleasant experiences enabled her to understand
the feelings of people in need, and she places high value on her personal growth.
Hinako: I have come to understand people’s feelings… like, I become aware of
their expressions or attitudes. So, if I meet people in trouble like me when I return
to Japan, I believe I will understand them and help them. (Hinako, personal
communication, May 15, 2015)
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CHAPTER 6. THE STORY OF THE SASAKI FAMILY

Pre-Sojourning
Four months after Mr. Sasaki had departed for the U.S., Yui, Kenji, and Ms.
Sasaki moved to Springfield in July 2014. They moved from the Kanto region (which
includes the greater Tokyo area), where Mr. Sasaki’s company is located. He works as an
engineer for an automobile company—I refer to the company by Asahi Automotive—in
Japan, and the company sends several Japanese employees to an affiliate company near
Springfield as sojourners. His daughter Yui and son Kenji were notified of his foreign job
assignment seven or eight months prior to their departure. At that time, Yui was a 7th
grader (a freshman in Japanese junior high school) and Kenji was a 4th grader. Yui told
me that her father had been assigned a job overseas once before, but the assignment was
cancelled.
Yui: When I heard about my dad’s first [overseas] mission, I was really excited
because I’m very interested in living overseas. So I was really disappointed to
learn that his mission had gotten cancelled. (Yui, personal communication,
February 25, 2015)
When her father was chosen to work overseas a second time, Yui was even more excited
about it than she had been the last time. But at the same time, she was concerned about
leaving her friends on the basketball team at her school.
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Yui: I was excited to hear that we would be moving to the United States…. But I
didn’t want to be separated from my friends on my [basketball] team. We are all
good friends, and we always hung out together … so I cried. I cried because I was
happy to go to the U.S., but I also didn’t want to leave Japan. (Yui, personal
communication, February 25, 2015)
Kenji’s reaction was similar to his sister’s. He explained his concern about his friends in
Japan.
Reiko: How did you feel when you were told about your move to the U.S.?
Kenji: I thought, “Huh?”
Reiko: What do you mean by that? Like, “No way!” or “Really?”
Kenji: I mean, “Really?” I had just started basketball around that time. I had
made many friends on the team… so my dad’s announcement surprised me a lot.
(Kenji, personal communication, February 25, 2015)
In advance of their departure for Springfield, Yui, Kenji and Ms. Sasaki participated in a
series of seminars in Tokyo being held by an organization for kaigaishijo, or overseas
students. Yui and Kenji attended the student seminar, while Ms. Sasaki attended the
parent seminar. According to Yui, Asahi Automotive suggested that the Sasaki family
participate in order to learn about what their lives overseas might be like. At the seminar,
Yui and Kenji met several kikokushijo, or returnee students, who had already completed
their sojourning lives, and they exchanged some ideas and asked some questions.
Yui: (At the seminar) I didn’t see anyone from Indiana or the Midwest, but I could
still ask how genchiko [local school] life was... like, I asked about extracurricular
activities. They gave us notebooks that contained several useful expressions. I

109
could imagine how U.S. life would be, so the seminar was beneficial. (Yui,
personal communication, June 15, 2015)
In addition to attending the seminar, the Sasaki family had other opportunities to
prepare for their move to the United States. For example, while Ms. Sasaki was still in
Japan, the wife of one of her husband’s coworkers suggested that she contact Dr. Yamada,
who is a Japanese resident of Springfield and also my research participant. Ms. Sasaki
communicated with Dr. Yamada via email so she could learn about Springfield and its
local schools. Listening to Ms. Sasaki, I had an impression that the Japanese employees
of Asahi Automotive in Springfield had built a strong social network. According to Ms.
Sasaki, the company employees (and their spouses) often assist the newly-arrived
employees and their families; in such a situation, one sojourner wife introduced Dr.
Yamada to Ms. Sasaki.
Ms. Sasaki: Yamada-san [san is an honorific suffix] helped us find a house and
research the junior high schools in this area. Like she asked us whether Yui
placed more importance on studying or sports. (Ms. Sasaki, personal
communication, March 18, 2015)
Ms. Sasaki explained that Dr. Yamada asked such a question because Yui’s preference
for either education or sports would decide which middle school she would attend, as
well as exactly which area the family would live in. Yui’s parents chose Roseway Middle
School, which is a high-ranked school in Springfield. Yui’s parents had been notified that
the school had a large enrollment number of Asian students, which they thought would
help Yui adjust to school in the United States. In fact, the Indiana Department of
Education (n.d.) reported that over 20% of the students at Roseway Middle School were
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Asian; the number of Asian students at Forest Middle School, where Hinako and Ryo
Yoshida went, was less than 5%.
Ms. Sasaki: While we were in Japan, we heard that Asian students often assemble
with the Asians, and American students assemble with the Americans, so we
thought Roseway was better [than the other schools in Springfield] for Yui to
make friends. We believe that sports are more important for Yui, but we thought
that she’d face academic difficulties no matter which school she went to due to
her English abilities. (Ms. Sasaki, personal interview, June 16, 2015)
With these thoughts in mind, Mr. and Ms. Sasaki chose Roseway as Yui’s middle
school—Kenji’s elementary school and their residential area were decided automatically
from this decision—and then they looked for a house.

The Beginning of Sojourning
Yui, Kenji, and Ms. Sasaki arrived in Springfield in the middle of a summer break,
so Yui and Kenji participated in a summer camp for two weeks where they experienced
various outdoor activities. Yui recalled the camp as “the worst experience” of her
sojourning experience because she did not know anyone there and she could not
understand the instructions given in English. Even though Yui (and her brother) had
attended English conversation classes in Japan, she was shocked to face the language
barrier.
Yui: I didn’t know what to do there [at the camp]. No one helped me…even the
chief person. He explained something [in English], and all students including him
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immediately scattered every which way, and I became totally alone. I cried every
day during the camp.
Reiko: Were you with Kenji-kun [kun is an honorific suffix for boys]? How was he
doing?
Yui: He made some friends. I think he fit in at the camp. I was almost alone…
Some students spoke to me, but I didn’t understand what they said. That was the
hardest time…so everything felt much easier when I started genchiko [local
school]. (Yui, personal communication, February 25, 2015)
In August 2014, Yui and Kenji started going to the local schools. Yui—lowered
one grade from 8th to 7th grade in order to get adjusted to the academic content and her
school environment—explained to me that although Roseway Middle School had a
decent number of Asian students, most of those were Chinese and Korean students—and
there were only two Japanese students including Yui. Regarding her first day at school,
Yui remembered how excited she was to see students using their personal lockers.
Yui: I had watched students have personal lockers in a U.S. drama, and I longed
to have my own locker. I realized I was in the U.S. when I saw that I had my own
locker at genchiko [local school]. Some students put mirrors in the lockers to
adjust their dresses or boards to write down their schedules. I leave a picture of
my friends in Japan and myself in my locker. (Yui, personal communication,
February 25, 2015)
Kenji, on the other hand, went to Roseway Elementary School without lowering
his grade. When he started attending his local school, he noticed that the school had a
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high population of Asian students, especially students from China and Korea, like at
Yui’s school.
Kenji: We have lots of Korean and Chinese students.
Reiko: How many Japanese students are there in your school?
Kenji: Only three including me. But one [Japanese] girl will return to Japan soon.
(Kenji, personal communication, February 25, 2015)

Genchiko or Local School
Hearing about their local school experiences, I sensed that both Yui and Kenji had
a difficult time establishing friendships at the beginning of the school year. Yui had been
eagerly looking for a group that she could belong to. At Roseway Middle School, she had
a Japanese friend in the same grade. This girl had been in Springfield for two years when
Yui started school, and she already spoke good English—but Yui did not feel that the girl
was very supportive, and the girl’s uncooperative attitude made Yui more frustrated.
Yui: I wanted to ask my friends questions, I mean, I wanted to communicate with
them. So I asked her [the Japanese girl] how I could say my questions in English,
but she always directly asked them my questions. That’s not what I wanted. I
wanted to speak to them…I didn’t want her to talk to them for me. (Yui, personal
communication, February 25, 2015)
After that incident, Yui decided to make friends without asking the Japanese girl for
assistance. Recalling herself in the past, Yui said, “I strained myself to make friends.”
Yui explained how frantic she had been to make friends, and such a feeling of frustration
made her mentally exhausted.
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Yui: I wanted to make friends so badly, but I couldn’t express myself because of
my [insufficient] English skills. So I forced myself to smile all the time and
actively say “hi” to my classmates. I was worried about how other classmates
would think about me…like, I felt like something heavy weighed on my shoulders
all the time. I felt so tired every day… I fell asleep every time I got back from
school. (Yui, personal communication, February 25, 2015)
Soon, several students in her ESL class—who were mostly Chinese and Korean
students—spoke to Yui, and she began to spend time with them, having lunch together
and chatting during recesses. Although Yui made several Asian friends at her local school,
I sensed that Yui was dissatisfied and desired more friendship in her utterances.
Yui: I have an ESL class for fourth period, so I have lunch with Asian friends
because Asian students often make a group and gather.
Reiko: You have lunch with them because Asians students often get together… Do
you have other ideal situations?
Yui: IDEALLY [emphasized], I want to have lunch with foreign [American]
friends. I actually had a chance to have lunch with foreign friends one time, so I
jumped into the group…. but it was a tough experience. (Yui, personal
communication, March 17, 2015)
Yui provided a detailed description: one American girl had invited Yui to have lunch
together. Excited, Yui decided to join the new group, and she notified her Asian friends
from the ESL class of her plan—to have lunch with another group, which consisted of
American girls. Lunch, however, was not as exciting as she had expected. Yui could not
join the girls’ conversation because she could not understand what they were talking
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about. Furthermore, the girls went somewhere immediately after having lunch—Yui felt
that she was left alone.
Yui: I couldn’t adapt to the mood of the group. I was tense, and the girls didn’t
talk to me unless I spoke to them first. I felt like, “I’m just sitting in the group.” I
thought, “Why am I here?” After this experience, I went back to the group of
Asian girls, and I’ve had lunch with them since. There was an awkward
atmosphere when I returned to the group…because I had decided to leave the
group, and I eventually came back.
Reiko: How did you feel about the [Asian] friends in that group when you
returned there?
Yui: I assume some girls had disagreeable feelings like, “Oh… are you back?”
But they didn’t say anything to me directly, so… I tried not to worry too much.
(Yui, personal communication, March 17, 2015)
Ms. Sasaki talked about Yui and Kenji’s concerns about establishing friendships with a
mother’s perspective. Noticing that friendships easily influenced her daughter’s everyday
moods, Ms. Sasaki sensed that Yui was being careful and making a great effort to
establish good friendships with local school students.
Ms. Sasaki: When they started genchiko, Yui was being nervous and careful with
a new school environment. Actually, Yui soon noticed differences of friendships
and school cultures between the U.S. and Japan. She looked vexed with the
differences and struggled with adjusting herself. (Ms. Sasaki, personal
communication, June 16, 2015)
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For Kenji, Ms. Sasaki mentioned that he approached the situation very differently
than Yui had. Ms. Sasaki said that Kenji jumped into a new environment without thinking
very carefully.
Ms. Sasaki: Kenji didn’t worry much about his school life early on. He had a
relaxed attitude. I think he believed that he could manage to fit himself to the new
school. But as time went on, he gradually realized that things hadn’t gone as he
had expected. One day he suddenly said, “I don’t want to go to school.” (Ms.
Sasaki, personal communication, June 16, 2015)
Like Yui, Kenji struggled to make friends who were nice. In our first interview with
Kenji (with Ms. Sasaki attending) in February 2015, Kenji talked about his early days at
the local elementary school. Kenji explained that two American boys sitting near his seat
spoke to him, and that they spent time together for a few days. However, he soon realized
that these boys were being mean to him.
Kenji: I noticed they were not so nice to me.
Ms. Sasaki: The boys made him behave foolishly in class, then the teacher, he
didn’t witness the incident, cautioned Kenji and the boys. But Kenji didn’t
understand what was said because of his English skills. So the boys laid the blame
on Kenji, and the teacher scolded him only.
Reiko: Oh, that’s not good…. Do they still tease you [Kenji]?
Kenji: The tall boy [one of the boys] is still mean, so I don’t talk to him. The other
boy stopped bullying me because I came to speak English better…he’s actually a
funny guy, so I’m OK. (Kenji, personal communication, February 25, 2015)
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Hearing about their bitter experiences, I felt that both Yui and Kenji (and Ms.
Sasaki) were anxious about their English communication skills since English proficiency
influenced their ability to establish friendships. Although Kenji had had an unpleasant
experience with cruel classmates, he later met good friends—one was a black boy and the
other was a Korean boy; they were the Sasakis’ neighbors. Likewise, Yui had gotten to
know a Chinese girl—who was born in the U.S.—in her art class. Yui later took a foreign
language class with her again, and they became good friends; they often spent time as of
February 2015.
When I interviewed Yui and Kenji in February 2015, they talked about their
school lives and classes. Yui took several mainstream classes such as math, science,
social studies, foreign language, art, and music at her middle school. Moreover, she
registered for an ESL class instead of a regular English course. Likewise, Kenji was in
mainstream classes at Roseway Elementary School. He also took an ESL class, and due
to the class schedule, he was sometimes removed from the mainstream classroom in order
to attend the ESL class. He was assigned at the novice level as of February 2015.
When I asked Yui and Kenji about their favorite subjects, Yui’s answer was
social studies and Kenji’s were art and P.E., and I noticed that their teacher’s
personalities were the main reasons for their preferences.
Kenji: My art teacher, he is a male, is very funny. He often says some jokes and
we all laugh. (Kenji, personal communication, February 25, 2015)
For P.E. class, Kenji reasoned that he loved exercise; in addition, he could follow the
teacher’s instructions by seeing what other students did, and that some classmates
assisted him by telling him what to do when he was not sure about the instructions.
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Meanwhile, Yui showed several materials that she had received in the social
studies class and explained about her caring teacher to me. Her social studies teacher
often provided Yui with special handouts, which contained lesson summaries on that day.
The teacher also conducted class mainly using PowerPoint, so Yui could get visual
information—such as bolded words, highlighted lines, and informative pictures. Yui
showed me a particular handout with a message in Japanese. It started with the teacher
apologizing for not being able to understand Japanese, and continued that he hoped the
handouts could help Yui comprehend the lessons. The message was not grammatically
perfect—Yui and I guessed that he used Google Translate—but I noticed the message
conveyed deep caring to Yui. She furthermore explained how the social studies teacher
provided assistance for her;
Yui: We often have fill-in-the-blank activities from the textbook, but it’s too
difficult for me. So he often tells me not to worry much and suggests that I copy
the answers when he shows them on PowerPoint slides. Also, I cannot take notes
or copy what the slides say as quickly as everyone else, so he gives me copies of
the slides before the class starts. I can write things down on the copies. (Yui,
personal communication, March 17, 2015)
Yui’s utterances gave me an impression that she felt comfortable with the social studies
teacher’s hospitality. Then I asked if she felt free to ask questions in the social studies
class.
Yui: I feel hesitant to stop the lesson by asking questions. Actually, I ask him
questions after class because then he can spend more time answering my
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questions. So I usually sit in class and don't say anything. (Yui, personal
communication, March 17, 2015)
Yui listed music and science as challenging subjects. I was surprised that she
listed music as a difficult class, so I asked her why music class was challenging. Yui
explained that she had to read music magazines and do worksheets during the class. She
then showed me the magazine she read during the music class—it was a thin magazine,
but I found numerous words instead of musical symbols in the magazine.
Yui: We don’t sing songs in music class. It's not fun at all. (Yui, personal
communication, February 25, 2015)
For science class, I felt that a lack of visual information distressed Yui. According to her,
the science teacher had used PowerPoint before, which would have helped Yui manage to
comprehend the lessons. However, the teacher later began to give more verbal
instructions without using PowerPoint, and that puzzled Yui.
Yui: He simply and quickly proceeds through the lecture, like saying, “highlight
this line.” I hoped he could accommodate me a little bit more. (Yui, personal
communication, March 17, 2015)
In addition, the teacher gave reading assignments every day, and he conducted the class
under the assumption that all students had read the textbook and understood the concepts.
Yui tried to complete the assignments, but she had to spend hours reading a few pages
due to her limited vocabulary and the complexity of the content.
Upon hearing about her academic experiences, I assumed that academic
abilities—in addition to friendships—were another anxiety-inducing matter for Yui. As
previously mentioned, Yui attended a high-ranked middle school, and as such she had to
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take several fast-paced classes in English. Although she lowered her grade from 8th to 7th
at her local school, she encountered numerous challenges in her classes like the ones
described previously.
Kenji faced similar educational difficulties even though he was an elementary
school student. He poured out his feelings;
Kenji: Science and social studies… majide muri [I intentionally cited his words in
Japanese; it means, “seriously impossible”]. It’s simply because they speak in
English. If I could read textbooks in Japanese, I would have been able to
understand…. I really don't understand what I’m learning in these classes. (Kenji,
personal communication, May 14, 2015)
In response to his unpleasant feelings, I asked a question about his teachers’ support,
Reiko: Do you think your teachers notice that you’re facing difficulties?
Kenji: If I ask questions, they give me more detailed explanations, but I think they
are more concerned with the whole class and pace of the lesson. So they don’t
give me any special treatment. (Kenji, personal communication, May 14, 2015)
Ms. Sasaki—although she explained that some teachers did provide decent individual
support for Kenji, and she appreciated them—told me that she had had meetings with his
teachers several times in order to ask them to pay closer attention to Kenji and give
clearer instructions to him.
Ms. Sasaki: Kenji often says, “yes, yes,” even when he doesn’t understand what
they say to him. One day, a teacher gave an oral announcement in class to bring
some materials, but Kenji didn’t understand the announcement. Several days later,
I talked with the teacher about the matter. The teacher made an excuse that he
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had surely made an announcement in class. I wish he had made sure that Kenji
really understood the announcement. (Ms. Sasaki, personal communication,
March 17, 2015)
With such hard experiences, Kenji gradually began to feel that he did not like English,
especially literacy in English.
Kenji: I know English is important and I need to learn it while I live here, but I
don’t like English. I don’t like reading or writing. (Kenji, personal
communication, May 14, 2015)
Regarding this negative opinion of English, Kenji gave another detailed example from
the early days of his sojourning during which he had difficulty completing homework
assignments for his math class. The assignment topic was “rounding” (for example, 2.345
rounded off to one decimal place is 2.35). Kenji had already learned “rounding” in Japan;
thus, he understood the concept, but he was not able to explain how numbers were
rounded off in English. For this, Ms. Sasaki told me that they had asked Dr. Yamada to
help Kenji with the homework—Dr. Yamada assisted with reading questions and
explaining to Kenji how to describe the concepts.
Similar to the situation of Hinako, Ryo, and Ms. Yoshida, the Sasaki parents hired
three tutors for their children—two were bilingual (English and Japanese speakers) and
the other was a monolingual English speaker. Yui and Kenji studied with them four days
a week when they started going to their local schools. Yui and Kenji did their homework
assignments and also practiced English reading, writing, and communication with the
tutors. Although he did not like studying English, Kenji understood that it was essential
for his sojourning life.
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Kenji: English is “an element” of all subjects here [in the United States]. I need
to learn English better in order to study and understand the contents of science
and social studies. So I concentrate the most on the ESL class, besides art and
P.E. at genchiko [local school]. (Kenji, personal communication, May 14, 2015)
Yui recognized that her tutors were very helpful; however, she had had trouble
with following the school curriculum due to the huge amount of homework, particularly
the reading assignments. On her struggle, Ms. Sasaki explained further.
Ms. Sasaki: Yui often encountered unknown terms while she was doing her
homework, so she stayed up late and looked up new words in the dictionary. She
looked really frustrated when she started genchiko [local school]… she was not
angry, but she sometimes used harsh words with me. (Ms. Sasaki, personal
communication, June 16, 2015)
Ms. Sasaki also talked about Kenji’s irritation—as previously mentioned, Kenji had
believed that he would be able to fit himself into the new school environment and make
friends shortly. However, he encountered various hardships such as “bullying” (citing
Kenji’s voice) and academic difficulties. Ms. Sasaki described what Kenji was like at that
time.
Ms. Sasaki: I sensed he was so upset—he had a hard time with his classmates,
and he didn’t understand what he was learning at genchiko. He couldn’t go
playing after school because he couldn’t finish his homework, but he didn’t know
what the questions meant or how to describe things in English. He often said, “I
could understand everything if it were in Japanese… Everything is nonsense!”
and “Why do you force me to study so hard?” He was getting sick of local school
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day by day. He didn’t want to go to school when he didn’t have P.E. class. (Ms.
Sasaki, personal communication, March 17, 2015)
According to Ms. Sasaki, his frustration reached its peak in December 2014, about 5
months after his arrival in the United States. Just like the Yoshida family had faced a
crisis concerning whether to return to Japan (Chapter 5), Mr. and Ms. Sasaki had also
discussed whether Ms. Sasaki should leave Springfield and return to Japan with her
children.
Ms. Sasaki: My husband and I discussed whether I should go home with my kids if
Kenji couldn’t manage himself here. We knew Yui was trying her best at genchiko
and getting used to her school environment; so we felt a little sorry for her if we
really had to go home. (Ms. Sasaki, personal communication, June 16, 2015)
Although Kenji had struggled with English and homework assignments for the first few
months after he moved to Springfield, he gradually began developing English skills and
being able to complete assignments by himself. Thus, Kenji gained more free time and
started to play with his friends after school. Ms. Sasaki observed that Kenji came to
release his stress and reduce frustration with his homework by spending time with his
friends. Furthermore, Ms. Sasaki revealed why he had decided to participate in my
dissertation research. Mr. and Ms. Sasaki had thought that Kenji would feel more at ease
if he had someone who understands his situation listen to him.
Ms. Sasaki: He was mentally tired and slept a lot those days—I think he was
extremely stressed at his local school. We actually heard about your research
around that time. When you asked me if Kenji could participate [at our first
meeting], I thought he would be too young to participate, but my husband thought
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it would be a good opportunity for Kenji to have someone listen to him. So we
asked him if he was interested in participating in your study, and he said “yes.”
(Ms. Sasaki, personal communication, June 16, 2015)

Hoshuko or Japanese Saturday School
Yui and Kenji began attending Salem Saturday School or hoshuko one month
after their arrival in the United States. Yui had actually met Hinako Yoshida—and I
assume Kenji had met Ryo as well—before she went to hoshuko; therefore, Yui was not
very nervous on the first day at hoshuko.
Yui: Before going to hoshuko, I had met Hinako-chan [chan is an honorific suffix
for girls] and her family at our house. So we knew each other and that made me
feel reassured when I started hoshuko. (Yui, personal communication, February
25, 2015)
As I mentioned in the Yoshida family’s story (Chapter 5), Yui was assigned to the same
class as Hinako while they were 8th graders, so they spent a lot of time together until the
end of the school year in March 2015. At hoshuko I observed that Yui (like Hinako)
frequently chatted with other classmates who were from different areas in Indiana
throughout my school visits from February to June 2015.
At Salem Saturday School, Yui looked lively and full of curiosity. Yui often
asked her friends about their local school systems and lives. For example, I heard her
asking one friend about a grade skipping system, and asking another friend—who had
been in the U.S. for a longer time—how she had made friends at the beginning of her
local school life. I also saw Yui asking some friends where they buy Japanese food and
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living goods, and at what age they can go to nail salons (Yui, observation, February 25,
March 7, and March 14, 2015). Yui’s behavior gave me the idea that hoshuko would be a
place where Yui could gain useful information concerning her sojourning life as well as
interact with Japanese friends. Yui described Salem Saturday School as a place where she
could display who she was more clearly;
Yui: I can feel relaxed at hoshuko. I care too much about what other people think
about me at genchiko [local school] … like, I carefully check myself there every
day. So, I think I can express myself better at hoshuko. (Yui, personal
communication, March 17)
Although she did not yet think she could fully express herself at hoshuko as of May 2015,
she believed that she would be better able to show who she truly is as time goes on.
Yui: I only show 50% of myself at genchiko [local school], but I think I can show
80-90% of who I am at hoshuko [Japanese Saturday school]. Even at hoshuko, I
cannot fully express myself yet… I think I will come to show my true self in time.
(Yui, personal communication, May 14, 2015)
While I was interviewing Kenji, I felt his strong preference for hoshuko over
genchiko. He said, “I don't like genchiko; I don’t like any subjects but P.E., art, and ESL
there.” Kenji then described why he preferred hoshuko;
Kenji: I can relieve my stress at hoshuko because hoshuko feels like the schools in
Japan. Hoshuko is a place to play. I have many good friends and can play with
them there. I especially love recess time there. (Kenji, personal communication,
May 14, 2015)
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While I was observing Yui and Hinako at Salem Saturday School, I ran into Kenji several
times in the courtyard. I often witnessed him being in high spirits and playing dodgeball
with his friends after lunch. Kenji explained that he felt comfortable with the easy-going
atmosphere, which he called nori in Japanese, at hoshuko and with his friends—he felt
that he fit well with this atmosphere.
Kenji: I like hoshuko’s nori [atmosphere] because I feel like I’m in Japan, and I
can keep my pace there. The nori at genchiko is different. I don’t think I fit in at
genchiko. (Kenji, personal communication, March, 17, 2016)
Kenji’s utterance gave me the impression that he liked the cozy atmosphere at hoshuko,
which provided a feeling as if he were in Japan; Kenji probably felt like he was outside of
his comfort zone at his local school.
Kenji’s positive feelings towards hoshuko were also reflected in the zeal with
which he studied. When I asked him how he balanced hoshuko and genchiko, he
answered that he usually put hoshuko before genchiko. For this decision, Kenji listed the
following reasons;
Kenji: The learning contents at hoshuko are easier than at genchiko. At genchiko
I have to use English all the time and it takes time to solve questions. I can solve
questions in Japanese much faster, so I feel motivated to study contents in
Japanese. (Kenji, personal communication, June 16, 2015)
In addition, Kenji revealed that the lesson contents he learned at hoshuko incidentally
were being taught at his local school around the same time. That enabled Kenji to clearly
understand what he learned in the mass class at genchiko with ease—this incidence
further encouraged him to put a higher value on hoshuko.
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In our conversations, Kenji spoke of the difficulty of attending two different
schools—genchiko and hoshuko—during his sojourn. The main reason for this was the
large amount of homework assignments from both schools.
Kenji: Going to two schools is not easy. Both schools give me too much
homework… If I have no way out, I should give up one school. Now I have a lot of
things to do at genchiko, like projects… and I like hoshuko better, so I feel that
genchiko is a burden. (Kenji, personal interview, May 14, 2015)
Like Kenji, Yui revealed her feelings about the difficulties of balancing two
schools. Simply saying, “exhausting,” Yui exposed how time-consuming it was to go to
two schools;
Yui: I cannot do anything else on Saturdays due to going to hoshuko. Besides, I
spend most of every Sunday at home doing homework for hoshuko. I have a lot of
homework from genchiko during the week. So my limited free time is further
limited. (Yui, personal communication, May 14, 2015)
I assume that several Japanese students faced a challenge like this—managing both local
and Japanese Saturday schools—since I witnessed Yui, Hinako, and other students
looked tired and yawning occasionally during my visits to Salem Saturday School
(observation, April 11, June 20, 2015). Moreover, one day Yui was talking to her
classmate and I overheard that the student would be absent from hoshuko the following
semester due to her tight school schedule. It seemed that the student participated in an
extracurricular activity, and she had to put the activity before hoshuko (observation, May
23, 2015).
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Yui also shared her struggles with balancing her responsibilities at two different
schools. On one hand, when I interviewed Yui in March 2015, she put more importance
on hoshuko—especially learning math and kokugo (Japanese). I sensed that Yui’s
awareness of her future as a kikokushijo underlaid this idea.
Yui: Kokugo (Japanese) and math… they are very important for me when I return
to Japan. Our skills in math will be examined in the entrance exams. For
Japanese, especially “kanji” (Chinese characters), I don't want to forget them as
a Japanese citizen. (Yui, personal communication, March 17, 2015)
On the other hand, when we talked in June 2015, I noticed that Yui now prioritized her
local school over Japanese Saturday school; she had final exams at hoshuko and several
projects due at her local school in the same week at the end of May. Yui revealed her
mixed feelings—although Yui was aware of the importance of balancing both schools, I
sensed that she wanted to achieve good grades at genchiko or local school.
Yui: (In that week) I was extremely swamped. I had exams at hoshuko and some
projects at genchiko. I couldn't study for the exams for hoshuko at all.
Reiko: You mean, you were more concerned about genchiko?
Yui: Yes… I wanted to study for hoshuko, but I felt hesitant about not studying for
genchiko much…. (Yui, personal communication, June 15, 2015)
I still sensed that Yui seemed be worried about her academic abilities as a future
returnee or kikokushijo when she became the 9th grader at hoshuko—those who are
intending examinees in Japan. As of May 2015, Yui already struggled with math at
hoshuko—she often asked her father for help with her math homework. She was also
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concerned about her math and science abilities as a future kikokushijo since she will
return to Japan for her second year of high school;
Yui: I’m worried about my Japanese math abilities because I learn math at
hoshuko only. I’m also worried about science—its contents in Japan should be
very different from what I currently learn at genchiko; besides, I need to learn
specific science terms in Japanese. (Yui, personal communication, June 15, 2015)
Due to the limited number of school days (about 40 days a year), hoshuko can only
provide basic contents of specific subjects such as kokugo (Japanese) and math. Despite
the limited time at hoshuko, Yui insisted that going to hoshuko played a significant role
during her sojourning in terms of learning Japanese academic content that would be
necessary to her as a future kikokushijo; Yui declared that she would keep going to
hoshuko even when she goes to a local high school;
Yui: Definitely, I should go to hoshuko. I cannot go home [to Japan] without
understanding Japanese academic content. So I won’t be absent from hoshuko
even when I start to become too busy at high school. (Yui, personal
communication, June 15, 2015)
With such concerns in mind, Yui set a goal to keep an academic balance between her
local and Japanese Saturday schools in the upcoming semesters.
Ms. Sasaki—expressing an understanding of her daughter’s struggles with
attending two schools—also noted the importance of going to hoshuko. Although her
children learn very limited academic content at hoshuko due to the schedule, Ms. Sasaki
believed it would still be helpful for her children to gain basic academic knowledge there.
Furthermore, Ms. Sasaki mentioned that hoshuko could provide her children with
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Japanese social circumstances—which I interpreted as Japanese culture, norms, and
common sense—and I sensed that Ms. Sasaki valued that feature at hoshuko.
In addition to lessons on the basics of the Japanese curriculum, Salem Saturday
School provides various events such as a sports day and a graduation ceremony. In March
2015, I had the chance to attend a graduation ceremony. The ceremony was held in the
school gym, where a Japanese flag was suspended from the ceiling and attendees
included students (both enrolling and graduating), teachers, guests such as a
representative from the Japanese Consulate General at Chicago, and parents of graduating
students. Ryo Yoshida was the graduating student, so I met Mr. and Ms. Yoshida at the
ceremony. During the graduation ceremony, we sang Kimigayo, the Japanese national
anthem, and each graduating student came up to the main stage to receive a diploma from
Principal Sato. I saw each of the students properly bowing to teachers, guests, and Mr.
Sato, and then they received their diplomas in a very ceremonious way (Observation,
March 14, 2015). I assumed they had practiced for the graduation ceremony prior to the
graduation day—that is a very common, and extensive practice in Japanese schools.
Besides a graduation ceremony, Salem Saturday School often displays seasonal
icons in the lobby—for example, I saw Principal Sato displaying (artificial) cherry
blossom trees in April and Koinobori or “carp streamers,” which are a symbol of
Children’s Day in May (observation, April 11, May 2, 2015). With these facts in my
mind, I sensed that hoshuko served a function in allowing Japanese students to celebrate
their native culture. It is likely beneficial for the sojourner students to maintain their
cultural consciousness as Japanese people.
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Friendships
As previously mentioned in this chapter, both Yui and Kenji had difficulties with
establishing good friendships with local students early in their sojourning. Although
Asahi Automotive—Mr. Sasaki’s company—sends several Japanese employees and their
families to Springfield, Yui and Kenji do not have many Japanese friends at their
schools—most Japanese sojourner children in Springfield are preschool or early
elementary ages, and they go to other schools in the area. Ms. Sasaki mentioned that her
children’s ages were one reason for this fact—Asahi Automotive usually sends younger
employees, and these workers are usually single or have younger children. Sending
families that have upper-elementary or secondary age children is relatively uncommon
(listening to her, I remembered that Yui told me that her father’s first job assignment had
been cancelled a few years ago). Residing in Springfield for eleven months as of June
2015, Ms. Sasaki said that she had met many Japanese families and had expanded her
social network; however, she shared the same social hardships as her children at the
beginning of the sojourn.
Ms. Sasaki: We don't have Japanese residents in our neighborhood. My kids go to
different schools from other Japanese children in this area; I think my kids had
bitter experiences regarding making friends at school. I had a hard time too… I
couldn’t share school information with other Japanese mothers. (Ms. Sasaki,
personal communication, June 16, 2015)
Even though Ms. Sasaki had been able to gain information about Springfield and local
schools through the Asahi Automotive network prior to their move to the U.S., she faced
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several inconveniences in the early days because there were not any Japanese people or
students who were the same age as Yui and Kenji in their area. Regarding these rough
times, Ms. Sasaki provided a positive comment to me on residing in a place with such a
small number of Japanese people—she hoped that her children would be forced to
interact with foreign (non-Japanese) friends and actively use English in natural situations.
During our interview in March 2015, Yui also put a positive spin on her
circumstances, i.e., attending a local school with very few Japanese students. Yui had
faced a difficult time with a Japanese girl she had hoped to be friends with, and such a
bitter experience motivated her to make friends on her own as well as use English
actively.
Yui: Since I didn’t get along with the Japanese girl [whom she previously
mentioned], I decided not to rely on her for making friends. Besides, if I had other
Japanese friends at my school, I would group together and speak in Japanese
with them all the time. I didn’t think that would benefit me at all. Of course I’d be
happy to have new Japanese transfer students here, but it’s not necessarily
important for me. (Yui, personal communication, March, 17, 2015)
Contrary to Yui, Kenji seemed to have wished that he had more Japanese friends
at his local school. When I asked how he had felt about going to a local school with such
a small number of Japanese students, he said, “Honestly, I didn’t feel good. I remember I
was very upset in the early days” (Kenji, personal communication, April 12, 2015).
Kenji did not have many Japanese friends at his local school or in his neighborhood; thus,
he could not ask for linguistic assistance. Regarding making friends, Kenji shared his
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impressions about his American and Asian classmates—in particular, his Korean
classmates;
Kenji: For Korean classmates… I feel comfortable with them. Since we are not
good at English, we both speak slowly to each other; so, I feel closer or agree
with them better than American [native speakers of English] classmates. Actually,
I have some American classmates who I don't get along with… they compelled me
to do what I really don't want to… like, to “flip the bird.” (Kenji, personal
communication, May 14, 2015)
Kenji sensed his Korean classmates’ kindness and consideration—he assumed they
showed kindness probably because they were also English language learners and they too
came from Asian countries. Even then, or therefore, I felt that Kenji had a special feeling
toward becoming friends with American students. Kenji said, “I can make Korean friends
easily, but I feel something very different when I become friends with Americans.” He
continued;
Kenji: I definitely feel happy when I make American friends… The first time I
became friends with an American student, I felt, “Finally, I made it.” (Kenji,
personal communication, May 14, 2015)
As previously described, Kenji had a hard time with his classmates at his local
elementary school at the beginning of his sojourn. After going through that experience,
Kenji improved his English and made two good friends: a black boy and a Korean boy
who was also a temporary resident student. Kenji regarded these two boys as his closest
friends when I interviewed him in June 2015.
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Yui thought she could expand her friendship circle through sports. Since she had
belonged to a basketball club at school in Japan, she joined a basketball team at her local
school in winter 2014. It was actually effective—Yui felt that more students got to know
her and spoke to her once she joined the basketball team. Yui also made several Asian
friends in her ESL class. Even so, Yui did not seem to be fully satisfied with her friends
at her local school—Yui said, “I should be active voluntarily, otherwise no one pays
attention to me. I don’t have a best friend yet…. So I need to express myself more” (Yui,
personal communication, March 17, 2015). Based on this utterance, I asked Yui what
made her feel worried or that she did not have a best friend yet in the follow-up interview.
Yui poured forth her feelings;
Yui: My new friends often get together with their own good friends. Even though I
become friends with a girl, she works with other friends when we are assigned
group work in class, and I’m left alone. (Yui, personal communication, April 12,
2015)
With such friendship concerns, Yui explained that she had tried to behave cheerfully and
positively at her local school. As a reward for her efforts, she had become friends with a
Chinese girl (as previously described) and often talked with her at school. In our
interview in May 2015, Yui told me that she had often spent time with her and was
invited to a sleepover at her house.
Throughout our interviews, Yui often mentioned her local school friends, but
more often she shared memories about her friends and teachers in Japan—from this, I
sensed Yui felt more tightly connected to her friends in Japan. For instance, Yui showed
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me several gifts, letters, and photos that she had received from her friends in Japan, and
she explained that she had brought them to the U.S. as “lucky charms.”
Yui: I had fun times with my friends in Japan. That’s why I brought these things
(gifts, letters, and photos) with me to the Unites States. I feel as if they were here
and would support me. (Yui, personal communication, April 12, 2015)
Then, Yui showed me a display on her cell phone: there was a pen case and several hands
surrounding it, which made peace signs. Yui explained that she and her best friends had
bought the same pen cases before Yui left Japan, and that they all used the pen cases. I
also found several messages in Japanese on the pen case, which were messages to Yui
written by her friends.
Even after moving to the United States, Yui kept in contact with her friends and
homeroom teacher at her Japanese junior high school. Showing me an airmail envelope
and enclosed items, Yui gave me a detailed explanation;
Yui: I had sent letters to my classmates at my Japanese junior high school. Then
my homeroom teacher sent me a message DVD and letters from my classmates. I
read those letters again and again, and I cried… they [the letters] cheer me up.
(Yui, personal communication, April 12, 2015)
Upon her arrival in the U.S., Yui had experienced various difficulties with language
differences and friendship establishment; Yui indicated that she would not have been able
to overcome these difficulties without encouragement from her Japanese friends and
teacher;
Yui: I somehow don’t feel relieved at genchiko very much… I feel dull or a heavy
load on my shoulders.
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Reiko: Do you have any spaces here [in Springfield] where you feel relieved?
Yui: Spaces… I feel comfortable when I communicate with my friends in Japan.
My friends in Japan are… like my stabilizer. (Yui, personal communication, May
14, 2015)
Yui, same as Hinako Yoshida, told me that she often used LINE [an online
message tool] to communicate with her friends in Japan. Via LINE, Yui and her friends
often talked about their school lives, school work, and club activities. Yui emphasized
that her friends sharing their worries not only relieved her but also enabled her to realize
that she was not the only person struggling.
Yui: I’ve been struggling with English… living in the U.S. is so overwhelming. But
I realized we are all suffering. My friends in Japan also have hard times, and they
try to overcome. I’m not the only one suffering… so I shouldn’t give up. I noticed
that it’s wrong to think that I have a more difficult life than my friends in Japan
just because I’m in the United States. (Yui, personal communication May 14,
2015)
Yui then revealed that she had mixed feelings. On one hand, she wanted to return to
Japan and see her friends, saying, “I don’t laugh at all recently because I don't have best
friends here.” On the other hand, she wanted to stay in the U.S. until she accomplished
her personal growth. Yui continued,
Yui: I cannot go back to Japan yet because I haven’t accomplished anything so
far. I can go home with confidence when I achieve something here and say, “I did
this!” (Yui, personal communication, May 14, 2015)
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Regarding friends in Japan, Kenji also showed me various memorabilia—such as
group pictures, message cards, and letters from his friends on the basketball team in
Japan. However, Kenji hardly contacted his friends in Japan after he moved to
Springfield. Contrary to Yui, neither Kenji nor his friends in Japan had cell phones;
therefore, Kenji did not have the means to communicate with them. For Kenji’s friends in
Japan, Ms. Sasaki explained that she would contact his friend’s mothers for him so he
could communicate with his friends. About his friends, Kenji said;
Kenji: Since I don't talk to my friends in Japan very much, I feel closer to
genchiko [local school] friends. (Kenji, personal communication, May 14, 2015)

Post-Sojourning
As of June 2015, the Sasaki family was about to complete their first year of
sojourning. Since Mr. Sasaki was assigned a three-year overseas posting, and the Sasaki
family will stay two more years in Springfield, Yui and Kenji did not yet have clear
visions or ideas for their return to Japan. However, I sensed that their sojourning
experiences have had positive influences on both Yui and Kenji’s perspectives as future
kikokushijo—when they complete their sojourning, Yui will be an 11th grader at high
school and Kenji will be an 8th grader at a junior high school in Japanese curriculum.
To my question of how they would spend their summer vacation in the United
States, Yui told me that she would review academic contents at hoshuko. Yui also set a
goal of studying for the EIKEN Test in Practical English Proficiency or the official
English exam in Japan and The Japan Kanji Aptitude Test, which assesses one’s
knowledge of kanji or Chinese characters. Kenji, on the other hand, expressed his
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enthusiasm for improving his English proficiency. When I interviewed Kenji in June
2015, he had already started to attend several summer school programs in which he
played basketball and baseball, and there he met several new friends going to different
schools and communicated in English. From our earlier interviews, I noticed he had
showed distaste toward English; therefore, I perceived a positive shift in his attitude. For
this, Kenji explained his concern,
Kenji: I want to be a good English speaker. My friends [in Japan] expect that I
will speak English like a native speaker when I return to Japan [at the completion
of his sojourning] … so I’d feel embarrassed if I can’t speak well. (Kenji, personal
communication, June 16, 2015)
However, Kenji anticipated that he would forget Japanese during his stay in the U.S.;
therefore, he would put forth a stronger effort to study kokugo (Japanese)—in particular
on leaning kanji. His zeal for Japanese maintenance reminded me of Yui’s utterance, “I
don't want to forget them [kanji] as a Japanese citizen” (see p. 127 in this chapter).
While listening to these positive thoughts, I noticed that Yui (and Ms. Sasaki)
were already worried about Yui’s school life after returning to Japan. For example, Yui
told me that she wants to go to the same high school as her best friends. She then
expressed her nervousness regarding mental growth such as human relationships and
friendship.
Yui: I think teenagers my age [in Japan] usually grow up interacting with others,
like quarreling and clashing with friends and adults. But I haven’t had such
experiences very much here [in the U.S.], so I’m anxious if I would be
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undeveloped or not develop into an adult compared to my friends when I return to
Japan. (Yui, personal communication, June 15, 2015)
Listening to her utterance, I remembered Yui had had a difficult experience with
expressing herself at genchiko or local school—Yui was concerned about what her
classmates would think about her; thus, such a worry kept her from showing herself at
school, including having conflicts with her friends. Her utterance also led me to a
potential reason why Yui was concerned about showing herself at school.
In addition to friendship, Yui shared another anxiety with me—she was worried
about her academic ability as a kikokushijo. Not only with math and science, Yui also
anticipated that she would face problems with English classes at a Japanese high school.
Yui: The ways of teaching English in Japan should be very different from those in
the United States. I don’t believe that I will not have any problems with English in
Japanese school because I learned English in the United States. (Yui, personal
communication, June 15, 2015)
In effect, while I taught English to Yui as a personal tutor (Chapter 3), I noticed that Yui
understood the concepts or functions of “infinitive” or “past participle” but that she was
not familiar with these terms. Since I received my education in Japanese schools and
taught English to secondary students in Japan, I recognize that students should know
these terms to understand lesson contents. Such an occurrence gave me an idea that Yui,
during her sojourning, already expected this potential challenge when she returns to
Japan.
As of June 2015, Yui and Ms. Sasaki had not started to research high schools
providing “kikokushijo-waku” or special treatment for kikokushijo regarding entrance or
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transfer, but Ms. Sasaki told me that she would soon consult with Mr. Sato and former
sojourner families on this topic at Salem Saturday School and—if possible and
available—at Asahi Automotive in their hometown in Japan. In terms of returning to
Japan, Ms. Sasaki seemed to be concerned about the timing of the return. The same as Ms.
Yoshida (Chapter 5), Ms. Sasaki also anticipated that she would have to leave Springfield
with Yui and Kenji before the Japanese school year begins in April, which is before the
completion of her husband’s overseas assignment. Moreover, Ms. Sasaki revealed her
concerns about Yui’s high school grades and kikokushijo-waku for college entrance. Ms.
Sasaki hoped that Yui could apply for the service if she is interested in going to college.
Not only high schools, but various universities and colleges in Japan provide kikokushijowaku; however, this service cannot always be applied for all kikokushijo; namely, this
service sets a limited period of time. The time period varies among colleges and
universities—for example, International Christian University (ICU) in Japan stipulates
that applicants who return to Japan within two years from the application year can use the
service (ICU school website, 2015), and Waseda University sets the limit as one year for
the service (Waseda University school website, 2015). As of June 2015, neither Yui nor
Ms. Sasaki were planning to lower Yui’s grade (from 11th to 10th), but Ms. Sasaki
expressed her anxiety;
Ms. Sasaki: If a high school [that Yui potentially attends] suggests that she lower
a grade, she would spend more than two years at high school in Japan and
therefore be ineligible to apply to kikokushijo-waku for college entrance. I wish I
could know what grade Yui will be way in advance [so they can make a better
plan]. (Ms. Sasaki, personal communication, June 16, 2015)
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Ms. Sasaki told me that she would gradually start preparing for returning home—
collecting information on schools and the timing of the return—while she and her family
are sojourning in the United States.
Lastly, Ms. Sasaki expressed that she felt uneasy about Yui and Kenji’s school
lives in Japan, particularly their social skills. In our interviews, Ms. Sasaki had had a
positive thought about their living circumstances—residing in a school area with a small
Japanese population—regarding her children’s English development. However, I sensed
that Ms. Sasaki was worried that such a living situation could deprive Yui and Kenji of
chances to interact with other Japanese peers—which foster particularly Japanese social
skills—and that would result in their facing cultural and social gaps when they resume
their school lives in Japan.
Ms. Sasaki: I don’t think my kids have difficulty communicating in Japanese with
their school friends. But my kids may behave differently from their classmates and
may feel gaps. Kenji will be 14 years old when he goes back home… I’m worried
if he can fit in the school atmosphere. And Yui had had a hard time making
friends at genchiko [local school], so I don’t want her to have a similar bitter
experience in Japan again. (Ms. Sasaki, personal communication, June 16, 2015)

Benefits of Sojourning
Yui: After a one-year stay in the U.S., I finally stand at the starting point, so I’ll
brace myself and try my best at genchiko. (Yui, personal communication, June 15,
2015)
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In the upcoming fall 2015 semester, Yui will become an 8th grader, which is the final year
at her middle school. As a new school year’s resolution, Yui clarified that she would
make more of an effort toward English improvement and establishment of friendships.
For English, Yui recognized that her English had dramatically improved in comparison to
her early sojourning days. For example, she felt her progress when she could smoothly
communicate with clerks and clearly understand what they said to her. Such an
experience motivated her and raised her confidence in using English. Yui also
appreciated the opportunity to learn authentic English in the United States. She explained,
Yui: I could look up words using a dictionary very quickly. I came to enrich my
vocabulary. I can learn real English that I would not learn in Japan. Learning
and using English in the U.S. are not easy at all, but these opportunities are so
worthwhile for me. (Yui, personal communication, June 15, 2015)
Yui believed that her learning experiences in the U.S. would provide more future
opportunities for her and benefit her future career. Yui revealed that she wants to work
using or communicating with people in English. She gave me a detailed example—to
work at a gift shop in Kyoto (one of the historical places in Japan where numerous
tourists visit every year) and explain gifts to foreign customers.
In addition to English development, Yui noticed that her sojourning experiences
played a role in her self-growth, particularly mental growth. For this, Yui gave me a
detailed example referring to her Japanese friends;
Yui: I highly appreciate my friends and teachers in Japan. I now understand why
my friends clashed with me, or why my teachers scolded me. After I came to the
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U.S., I realized that everyone has different ideas and thoughts. (Yui, personal
communication, June 15, 2015)
Placing herself in a new environment as well as interacting with various people who have
different backgrounds, Yui keenly felt that everyone may have different values or norms,
and that the lived experience expanded her point of view. With such a lesson or
experience in her mind, she believed that she would be able to think positively or
differently if she faces difficulties after returning to Japan.
Kenji listed several beneficial experiences he has had so far during his sojourn—
some are extrinsic benefits and others are intrinsic ones. For extrinsic benefits, not only to
learn authentic English, Kenji also highly valued having the learning opportunities of
using technology, or computers and tablets, at his local school—using technology is still
a rare learning style in Japanese schools. Kenji thought that possessing abilities of
mastering English and using computers would definitely provide various future choices
for him, including going to college;
Kenji: I want to work using English and computer skills in the future…. And I
need to study kokugo [Japanese] more.
Reiko: Kokugo too? Why do you think so?
Kenji: Because I want to go to college… for that, I need to take an entrance exam
in Japanese. (Kenji, personal communication, June 16, 2015)
Listening to his future goal of going to college, Ms. Sasaki revealed her surprise to me.
Saying, “He’s an elementary schooler... I didn’t realize he had such a detailed vision for
the future,” Ms. Sasaki guessed that his friends probably had a positive influence on his
plans for the future. Kenji often spent time with his Korean friend, whose father is a
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university professor; thus, Ms. Sasaki assumed that Kenji probably heard about university
life from his friend. Also Ms. Sasaki referred to where they lived—she guessed that
Kenji’s local school atmosphere and its student demographics may have influenced Kenji.
Those who attend Roseway Elementary School go to Roseway Middle School, or Yui’s
school. Roseway Elementary School was therefore also considered a prestigious school.
This fact gave us an implication that students at Roseway Elementary School may have
higher future ambitions such as going to college.
Ms. Sasaki: Kenji wouldn't speak of going to college if he had stayed in Japan.
He may be influenced by his friends at genchiko [local school]. (Ms. Sasaki,
personal communication, June 16, 2015)
For intrinsic rewards, I sensed that Kenji had cultivated cross-cultural understandings
throughout his sojourning life. For instance, Kenji told me that he often spent time with a
Korean boy—who is one of his best friends. Sometimes they had sleepover parties at
their houses and watched Japanese/Korean animations. While watching animations, they
taught several phrases and expressions in their own languages as well as cultural habits to
each other.
Furthermore, mentioning his school demographics—about 25% of students are
Asians (Indiana Department of Education, n.d.)—Kenji revealed that his impressions
towards Chinese and Korean people were changed by interacting with them. Before
coming to the U.S., due to the influences of media on political conflicts between Japan
and China or Korea, Kenji had not had good impressions of the Chinese and Koreans.
Kenji: I met many Chinese and Korean students here [in Springfield]. I hadn’t
met so many Chinese and Korean people when I was in Japan, so I was surprised
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to meet many Chinese and Korean students when I started genchiko. They are all
nice. They speak English slowly to me and are kind to me. My impressions of
these [Chinese and Korean] people were changed in a good way since I came here
[to the U.S.]. (Kenji, personal communication, May 14, 2015)
Lastly, I asked Ms. Sasaki how she perceived her children’s sojourning lives in
the Midwestern area of the United States. To say nothing of Yui and Kenji’s English
development, Ms. Sasaki recognized that her children had matured mentally. For example,
Yui had struggled with friendship and the language barrier at her local school, and Ms.
Sasaki saw how Yui handled the challenges, such as actively speaking to peers and
studying late at night. Admiring Yui’s efforts, Ms. Sasaki said,
Ms. Sasaki: Yui has grown up… As I said before, she is very concerned about
friendship, and she was easily influenced by how her friends [at genchiko] reacted
to her. She made efforts and tried to think positively, and I think she came to
understand differences in cultures and values through interacting with her
classmates. (Ms. Sasaki, personal communication, June 16, 2015)
Regarding Kenji, although Ms. Sasaki still felt his childlike attitude, she sensed
his mental growth and willingness to make an effort. Ms. Sasaki shared a memorable
story of Kenji with me. He started practicing baseball on a local team a few months
before our interview in June; since Kenji was a novice player, Ms. Sasaki noticed that he
did not yet play well defensively. Recently he participated in a game as a regular member,
and during the game, Kenji heard the coach on his opponent’s team yell directions in
English to his team—to hit the ball towards Kenji because his defense was weak. Kenji
could tell the coach was talking about him and understood what he said perfectly. The
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coach’s words annoyed Kenji and made him determined to perform well. Ms. Sasaki had
not come to watch this game, but she was later told of Kenji’s fine play by another
mother.
Ms. Sasaki: I’m so proud of him. First, he understood English clearly… it means
he’s developed his English while he’s here [in the U.S.]. More than that, I was so
happy to hear that he showed a “fighting spirit.” The opposing team’s coach
probably thought Kenji didn’t understand what he [the coach] said in English, so
he gave such a direction. But that incident bolstered him to show his ability.
Actually, Kenji didn’t like competitions when he was in Japan, and he had
avoided conflicts. So, this is one of the most impressive developments about Kenji.
(Ms. Sasaki, personal communication, June 16, 2015)
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CHAPTER 7. THE STORY OF THE TANAKA FAMILY

About The Tanakas
Different from the Yoshidas and the Sasakis—who are currently living in
Springfield as of 2016, the Tanakas is a former sojourner family. The Tanaka family had
resided in Springfield and already returned to Japan in 2013. Threfore, in addition to their
pre-sojourning and sojourning experiences, this chapter contains their post-sojourning
experiences— particularly focusing on Japanese school life as kikokushijo or returnees.

Pre-Sojourning
Sayo Tanaka—a fifth grader and the middle child of three sisters (Misa, Sayo, and
Yuri)—was notified of her father’s overseas job assignment six months prior to the
family’s move to Springfield. Like the Sasaki family, the Tanaka family resided in the
Kanto region of Japan; Mr. Sasaki and Mr. Tanaka both work as engineers for Asahi
Automotive. When I interviewed Sayo in Springfield in 2012, she recalled that she could
not hide her shock when her parents informed her of her father’s assignment in the
United States.
Sayo: I was quite shocked ... I had many friends in Japan, and I didn’t want to be
separated from them. I didn’t understand English at all. I was so nervous. I
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wasn’t excited at all when I heard about our move to the United States. I didn’t
want to leave Japan. (Sayo, personal communication, March 20, 2012)
Sayo was worried about leaving her friends in Japan and the language barrier she would
face in the U.S.—these are the main factors that made Sayo disinclined to move to
Springfield.
Ms. Tanaka, on the other hand, recalled feeling delighted to hear about her
husband’s overseas job assignment. She explained to me that Mr. Tanaka had been
offered the job assignment once before, but the offer was then cancelled, disappointing
Ms. Tanaka. Since then, Ms. Tanaka had been eagerly awaiting the opportunity for her
husband to be assigned to the United States. Therefore, she felt very pleased and excited
when she was informed that her husband’s overseas job assignment had been confirmed.
Ms. Tanaka: My husband’s job assignment once got cancelled 10 years ago. So
when I heard about his job duty this time, I thought, “finally, we can go to the
U.S.” (Ms. Tanaka, personal communication, July 18, 2015)
From what Ms. Tanaka told me, I sensed in her a positive attitude and a high degree of
motivation to move to the U.S. She then gave detailed explanations to me about her
positive feelings towards her family’s sojourning—Ms. Tanaka believed that the sojourn
would be a great opportunity for her three daughters to master English.
Ms. Tanaka: Usually, we [wives of Asahi Automotive employees] accompany our
husbands to support their sojourning lives. But I actually considered this
sojourning opportunity more as a chance for my daughters to study abroad. I
wanted them [her daughters] to master English while we were in the United States.
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Actually, my daughters learned real English there [in the U.S.], so our stay in the
U.S. was really beneficial. (Ms. Tanaka, personal communication, July 18, 2015)
Regarding preparation before moving to the U.S., Sayo had not attended any
English conversation classes before leaving for the United States. However, I noted that
the Tanaka family, Ms. Tanaka in particular, utilized various resources (e.g., attending
seminars and talking to people who had resided in Springfield) before leaving Japan.
Since Mr. Tanaka works for Asahi Automotive—as does Mr. Sasaki, the father of Yui
and Kenji Sasaki—I assumed that the Tanaka family had also been able to gain useful
information through Asahi Automotive’s network. For example, Sayo, her sisters, and Ms.
Tanaka were encouraged to participate in seminars for sojourner students and parents,
where they acquired information on what sojourning life would be like. Upon hearing
about the seminars, I remembered that Yui Sasaki had mentioned the same situation to
me. Listening to Ms. Tanaka, I also recalled several situations similar to what I had heard
from Ms. Sasaki: while still in Japan, Ms. Tanaka had contacted a Japanese sojourner
wife who lived in Springfield through her husband’s company’s network. She thus was
able to learn important things about Springfield, like the quality of its schools and the
cost of living. Ms. Tanaka explained to me that the Japanese lady asked her what kind of
school her daughters wanted to attend because whether they intended to focus on
academics or sports would decide where in Springfield they should live.
Ms. Tanaka: Our oldest daughter, Misa, would go to middle and then high school
during our stay in the U.S., so my husband and I chose a school area on the basis
of her preference. We had two choices…one was Roseway [Middle and High
Schools] and the other was Forest [Middle and High Schools]. We’d heard that
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Roseway High School is a very high-ranked school, so we guessed Misa would
have to study a lot and might miss various fun opportunities to explore the United
States. On the other hand, Forest High School is considered middle-ranked. My
husband and I wanted our daughters to enjoy their U.S. lives and hang out with
friends rather than study all the time. So we chose Forest Middle School for Misa,
and that decision automatically decided which area we would live in. (Ms.
Tanaka, personal communication, July 18, 2015)
In addition, before moving to Springfield, Ms. Tanaka had a chance to meet one former
sojourner wife who had returned from Springfield a few years before the Tanakas’
departure.
Ms. Tanaka: I was informed that she [the former sojourner lady] also has three
daughters, and they lived in the school area that we were moving to. So I met with
her and asked for some information. (Ms. Tanaka, personal communication, July
18, 2015)
The lady showed Ms. Tanaka a pile of school newsletters as well as her daughter’s school
yearbook that she had brought back from the U.S.—her oldest daughter had gone to
Forest High School. Ms. Tanaka recalled feeling excited;
Ms. Tanaka: I was so excited to see these [the newsletters and the school
yearbook]. Of course, the newsletters were written in English, and I didn’t
understand what they said and they made my head spin…but I thought, “we’re
going to start our life there soon.” Of course I felt nervous, but I imagined my
daughter’s pictures would be in a yearbook… and that made me feel further
excited. (Ms. Tanaka, personal communication, July 18, 2015)
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Ms. Tanaka mentioned that gaining information about Springfield and its schools in
advance was beneficial for mentally preparing her to move to the United States.

The Beginning of Sojourning
The Tanaka family moved to Springfield in April 2010, and Sayo soon started
going to Forest Elementary School as a fifth grader. She went to the elementary school
for the first two months, until June 2010, and then she began attending Forest Middle
School after summer vacation. Sayo revealed the difficulties of her early days at the
elementary school when I interviewed her in 2012. Placing herself into a new
environment made her totally lethargic.
Sayo: I was completely lost in the first week at the local school because I didn’t
understand English at all. Every single day was dull…because I couldn’t do
anything. I didn’t have any friends at school. I was constantly in a state of shock,
even after coming home from school. Well, I hated every single day at that time.
(Sayo, personal communication, March 20, 2012)
As Hinako and Ryo Yoshida had mentioned to me (Chapter 5), there was only a small
number of Japanese students living in the area surrounding Forest Elementary and Middle
Schools. The facts of the demographic situation, as well as Sayo’s awareness of her
limited English abilities, gave me the idea that she had had trouble establishing
friendships at school early on.
Although Sayo had bitter experiences at first, she did have one memorable
experience at her local elementary school. In July 2015, she showed me a handmade
picture frame—it was made of cardboard and covered with a piece of cloth; there was a
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picture of Sayo in the frame. I assumed that the picture had been taken early in the
sojourn because Sayo looked relatively young in the picture, like a preteen. Sayo
explained that she had made the frame in class when she first started at Forest Elementary
School.
Sayo: We made our own picture frames using cardboard. We were supposed to
glue a piece of cloth on the frame, and I did it well. But many of my classmates
had difficulty with the task… Americans may not be good with their hands. So
some students spoke to me and asked me to glue the cloth for them. I didn't
understand English at all, but I remember they looked glad and thanked me when
I did the task for them. (Sayo, personal communication, July 18, 2015)
Sayo looked back on the occasion and saw it as a good opportunity to interact with her
classmates and make friends. Sayo continued, “I still display the photo frame in my room
even after coming back to Japan.”
In her early sojourning days, Sayo had another chance to make friends. She met a
new friend, Isabel, whom Sayo considers her best friend. On the first or second day of
school, Isabel, a Mexican-American girl who was the same age as Sayo, visited the
Tanakas’ home. Isabel and her family lived across the street from the Tanakas, and she
asked Sayo to play together. Since then, Sayo often spent time playing and chatting with
her after school.
Sayo: Isabel and I hung out after school almost every day. I mostly spent my first
summer break here [in the U.S.] with her. So I used English every day, and that
made it feel much easier to communicate in English. When I started to go to
middle school, I didn’t feel so nervous about talking with people in English and I
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could actively speak to my classmates. (Sayo, personal communication, July 15,
2015)

Genchiko or Local School
After the summer break, Sayo started going to Forest Middle School in August
2010. Sayo had spent a lot of time communicating with Isabel in English during the
summer; however, she still suffered from the language barrier, and she had trouble
communicating with people and understanding academic content. As other sojourner
students in this study—Hinako, Ryo, Yui, and Kenji—pointed out, Sayo mentioned that
English was the greatest problem during her sojourning experience. For example, when I
interviewed Sayo in 2012—she had resided in Springfield for almost two years at that
time—she listed science as her most challenging subject. The main reason for this was
vocabulary and learning content. Similar to other student participants, Sayo often
encountered new technical science terms and had to remember their spelling and
meanings. In fact, I had an opportunity to take a look at Yui Sasaki’s science textbook
(although Yui went to a different middle school from Sayo) when I had an interview with
her—I found various unfamiliar words such as “decomposition” and “molecules.”
Skimming a middle school science textbook, I felt quite puzzled. Moreover, Sayo noticed
that the learning content in her science class at the local school was quite different from
what she had learned in Japan. Sayo therefore had to spend extra time reviewing to
understand what she was learning at her local school. To keep up with the lessons, Sayo
often looked up new terms in a dictionary and asked a lot of questions in class—she came
to habituate these behaviors.
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In addition, Sayo considered English another challenging class. I sensed that the
reason for this was a lack of sufficient support from the teacher. Sayo explained that her
teachers were typically very supportive; for example, her English teacher had provided
decent support—such as exempting Sayo from homework assignments and exams—at
the beginning of her local school days. However, Sayo noticed that her new English
teacher who taught the seventh graders reduced such support and in some cases stopped it
altogether. Sayo assumed that the English teacher regarded Sayo as a smart student, and
thus he/she thought that Sayo did not need extra support anymore.
Sayo: English class is challenging. The English teacher last year reduced my
assignments. But I’m somehow considered the same as other students this year, so
I’m expected to do as the others do. The support given to foreign students depends
on the individual, but teachers think I am a smart student… I’m not sure if I really
am though…. So I have to complete many reading assignments. (Sayo, personal
communication, March 20, 2012)
Similar to the Yoshida and Sasaki families, the Tanakas decided to hire private tutors for
their three daughters—Misa, Sayo, and Yuri. As such, Sayo was able to review lessons as
well as practice English grammar and pronunciation with her tutors, which enabled her to
keep up with the academic content and develop her English abilities. However, Sayo’s
utterance, “I’m not sure if I really am [smart] though,” gave me the impression that some
teachers overlooked or did not notice Sayo’s needs, and their misunderstanding of Sayo’s
comfort level with English made her feel overwhelmed.
Sayo did have several difficult experiences at her local school when I interviewed
her while she was in Springfield, but she also shared several meaningful experiences she
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had at Forest Middle School when I interviewed her in July 2015. When I asked what
came to mind of her local school life, her answer was, “FCCLA activities.” FCCLA
(Family, Career and Community Leaders of America) is “a nonprofit national career and
technical student organization for young men and women in Family and Consumer
Sciences education in public and private school through grade 12” (FCCLA’s official
website, n.d.). Sayo explained to me that she had many experiences through FCCLA club
activities, such as making huge Christmas cakes and doing some volunteer work.
Sayo: I could experience and learn about typical American family lives and
traditions by participating in the FCCLA club. I made a lot of American friends
there too, so joining the club was memorable and a great opportunity for me.
(Sayo, personal communication, July 18, 2015)
Sayo was the only Japanese student in the FCCLA club, but she enjoyed chatting with
friends and teachers in English in addition to experiencing American culture. It was clear
that Sayo highly valued her experiences at the FCCLA club. Sayo continued, “once I had
gotten familiar with English, I could make more friends at genchiko [local school].” Such
an utterance gave me the idea that her English language development built her confidence,
and that enabled her to spend more time chatting in English with her local friends.
Throughout the interview with Sayo in July 2015, I noticed that she had quite a
positive feeling toward her local school life during her sojourn. With this impression in
mind, I asked her which school she preferred more, genchiko [local school] or hoshuko
[Japanese Saturday school]. Without hesitation, Sayo answered, “genchiko.” Sayo
explained that she had been able to express herself more when she was at Forest Middle
School.
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Sayo: When I was at genchiko, I enjoyed every day and I laughed a lot with my
friends. I could express myself well, so I really liked going to genchiko.
Reiko: Can you be more specific? What did you like the best at genchiko?
Sayo: I could spend time chatting with my American friends. Especially once I
became familiar with English, I really enjoyed chatting with my friends. Of course
my English wasn’t always perfect, and some friends corrected my errors, but I
loved talking with them in English. (Sayo, personal communication, July 18, 2015)
Sayo added that she liked aspects of the school atmosphere in the U.S., such as non-strict
school rules and student-centered lessons. Hearing about that, I remembered the first day
I met Sayo in March 2012. She had her ears pierced, and I saw her wearing several
earrings on that day—if she were in Japan and went to Japanese junior high school, she
would not be allowed to have piercings. Sayo continued;
Sayo: I liked genchiko because students have much more freedom than students in
Japan. It’s okay to dye your hair brown or pink and get your ears pierced.
Teachers were very open and not strict at all. I liked the classroom atmosphere
too. At genchiko, students raised their hands and actively gave their opinions. I
really liked how we learn in American classrooms. (Sayo, personal
communication, July 18, 2015)
Sayo then expressed that she felt strange about the Japanese classroom atmosphere when
she returned home. Sayo sensed that many students in Japan do not actively participate in
class; students in Japan usually remain quiet in class and have to answer questions when
teachers call on them. Experiencing such situations often made her miss her sojourning
life in Springfield.
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Sayo: I love genchiko. I love the U.S…. I didn’t want to come back to Japan.
(Sayo, personal communication, July 18, 2015)

Hoshuko or Japanese Saturday School
In our interview in July 2015, Sayo spoke positively about hoshuko;
Sayo: Learning Japanese content at Hoshuko was really helpful, even though we
learned only basic things. If I hadn’t gone to hoshuko, I would have faced a lot of
academic difficulties here [in Japan]. (Sayo, personal communication, July 18,
2015)
Although Sayo understood that learning at hoshuko helped her readjust after coming back
to Japan, she had not been very willing to go to hoshuko during her sojourn. As other
student participants (Hinako, Ryo, Yui, and Kenji) expressed, Sayo did not think very
highly of attending both genchiko and hoshuko during her stay in the United States. The
main reasons were the time-consuming schedule and the large amount of homework
assignments from both schools.
Sayo: I had to spend entire Saturdays at hoshuko, so I lost precious time on
Saturdays… I didn’t like it. I wasn’t very excited about going to hoshuko. (Sayo,
personal communication, July 18, 2015)
Sayo then explained that she had often been invited to parties by her local friends, but
they were usually held on Saturdays—she had to decline because of hoshuko. I sensed
that these inconveniences, as well as Sayo’s preference for genchiko, often disappointed
and frustrated Sayo.
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Hearing about Sayo and Ms. Tanaka’s memories about hoshuko, I sensed that
their attitudes toward hoshuko were quite different from those of the Yoshida and Sasaki
families; namely, the Tanaka family put much more importance on genchiko, or local
school life, than on hoshuko during their sojourn. Ms. Tanaka recalled her daughters’
reactions toward hoshuko.
Ms. Tanaka: The genchiko [local schools] that my daughters went to didn’t
emphasize academic abilities, and many students weren’t concerned about exam
scores. My daughters really enjoyed the genchiko atmosphere…thus, they didn’t
want to go to hoshuko. (Ms. Tanaka, personal communication, July18, 2015)
Besides this, the Tanaka family’s high priority on genchiko was well reflected in Ms.
Tanaka’s utterance;
Ms. Tanaka: We had our daughters [Misa, Sayo, and Yuri] go to hoshuko
together because Yuri was at the elementary level. But I considered our stay in
the U.S. as Misa and Sayo’s study abroad. My daughters would eventually have to
study Japanese learning content when we came back to Japan, but they could only
learn according to the American curriculum while we were living in the United
States. So although I told my daughters that hoshuko was very important while we
were there [in the U.S.], I actually didn't think hoshuko was absolutely necessary
for them. (Ms. Tanaka, personal communication, July 18, 2016)
As previously mentioned, Ms. Tanaka wanted her daughters to master English during
their stay in Springfield. Ms. Tanaka also wanted them to enjoy American life, that is,
experience various things that they would not be able to experience in Japan. These
aspects gave me an idea as to why Ms. Tanaka attached more importance to genchiko
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than hoshuko. In addition, Ms. Tanaka was assured of the importance of genchiko by
having conversations with teachers at Japanese high schools;
Ms. Tanaka: While we were in Springfield, I contacted several high schools in
Japan to discuss Misa’s [the oldest daughter] potential transfer, and I asked them
about required academic abilities. The teachers in charge of transfers, all of them,
suggested that we enjoy and absorb American culture and learn real English as
much as possible. They didn’t require Misa to possess decent Japanese academic
abilities. (Ms. Tanaka, personal communication, July 18, 2015)
After obtaining positive encouragement and suggestions from Japanese teachers—to
enjoy life in the U.S. and acquire authentic English skills—Ms. Tanaka concluded that it
was not of the utmost importance for her daughters to maintain Japanese academic
abilities while they lived in the U.S.
Although genchiko was clearly a higher priority for both Sayo and Ms. Tanaka, I
recognized that they did value and appreciate certain characteristics of hoshuko. For
example, Sayo enjoyed chatting in Japanese with her hoshuko friends once a week. Sayo
mostly communicated with her friends at genchiko in English, so hoshuko was an
opportunity for Sayo to speak Japanese to her peers and maintain her knowledge of the
language. Moreover, Ms. Tanaka appreciated the caring teachers at hoshuko. She
mentioned one Japanese teacher as an example;
Ms. Tanaka: She [the teacher] was very knowledgeable and supportive. She
offered extra lessons for kikokushijo [returnee students]. She also personally took
care of Misa offering her SAT prep. (Ms. Tanaka, personal communication, July
18, 2015)
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In addition, Sayo recalled, “in Japan, we don’t go to two different types of schools. In the
U.S., I experienced two different cultures at genchiko and hoshuko” (Sayo, personal
communication, July 18, 2015). Her utterance gave me the idea that Sayo had
experienced and perceived various differences between U.S. and Japanese school cultures.
For this point, Ms. Tanaka—describing hoshuko as “a unique place”—shared her
perspective with me;
Ms. Tanaka: Hoshuko is really a Japanese school. Some students bring peanut
butter and jelly sandwiches for lunch at genchiko, but most of them bring
Japanese-style lunches [rice, fish or meat, and cooked vegetables] to hoshuko and
eat using chopsticks. (Ms. Tanaka, personal communication, July 18, 2015)
Hearing Ms. Tanaka’s perspective, I recalled a surprising moment during my
observations at Salem Saturday School. When I was observing Hinako Yoshida, one
student sneezed in class (observation, April 25, 2015). Without a thought, I nearly said,
“bless you.” However, no one—including the teacher—in class said one word and class
continued as if nothing had happened. I felt surprised because the reactions of those
students were very similar to students in Japan.
Associated with this, another occasion came into my mind—one day in May, they
had a substitute teacher for kokugo (Japanese) class. The teacher used the word “square”
while explaining, but she immediately restated the word in Japanese. She then said to the
students, “teachers should not use English here [hoshuko]” (observation, May 2, 2015).
Her utterance seemed remarkable, so I asked Principal Sato about language usage
policies for teachers at hoshuko the following week. Mr. Sato explained to me that
“teachers at Salem Saturday School principally use the Japanese language to teach the
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Japanese curriculum”—but they can use English to students who are not proficient in
Japanese in case of emergency (Mr. Sato, personal communication, May 6, 2015). While
I was talking to Ms. Tanaka in July 2015, I briefly explained what I had seen, heard, and
felt at Salem Saturday School. Ms. Tanaka then shared this memory;
Ms. Tanaka: I now think that hoshuko teachers often taught Japanese rules to my
children. Like, “it [certain situation] is not wrong, but in Japan we do it like this.”
Children who grew up in Japan until the late elementary grades and then moved
to the U.S. believe that they will naturally know Japanese culture and rules… but
many of them encounter various gaps after coming back to Japan. (Ms. Tanaka,
personal communication, July 18, 2015)
Ms. Tanaka then shared a surprising moment regarding her youngest daughter, Yuri,
when Yuri attended a graduation ceremony as a current student;
Ms. Tanaka: After the graduation ceremony, Yuri said to me, “Mom, what’s the
music song, like a pledge?” Yuri didn't recognize that the song was Kimigayo [the
Japanese national anthem] because she came to the U.S. when she was very young.
(Ms. Tanaka, personal communication, July 18, 2015)
I understood why Yuri asked such a question. In Japan we sing Kimigayo on special
occasions such as entrance and graduation ceremonies—we do not have many
opportunities to sing it except for at baseball or soccer games. Moreover, we usually learn
Kimigayo for the first time in elementary school. Because Yuri had moved to the U.S. at
such a young age, it was no wonder she did not recognize Kimigayo. In response to my
personal opinion, Ms. Tanaka then expressed her own view;
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Ms. Tanaka: Perhaps many parents send their children to hoshuko because they
want their children to maintain the Japanese culture, not just academic abilities.
(Ms. Tanaka, personal communication, July 18, 2015)

Post-Sojourning
The Tanaka family returned to Japan in March 2013. The Japanese school year
begins in April, and Sayo resumed studying at a local public junior high school—where
Sayo’s old friends also went—as a ninth grader. On returning to Japan, Ms. Tanaka was
not very happy—she wanted to stay in the U.S. as long as possible, but she also
understood her husband’s duties with his job. Ms. Tanaka believed that her family would
successfully readapt to Japanese life even though they had been gone for three years.
Sayo, on the other hand, did not have a positive feeling about returning to Japan; she did
not want to leave the U.S. or be separated from her friends in Springfield. She was also
anxious about resuming Japanese school life;
Sayo: I didn’t want to come back to Japan because I love it there [the U.S.]. It’s
really sad that I won’t be able to see the close [American] friends I made over the
years… I was also anxious because I hadn’t been here [in Japan] for three years,
so I was very nervous. (Sayo, personal communication, July 18, 2015)
Sayo was unhappy about leaving Springfield because she believed she would miss the
United States. In addition, she was nervous about resuming her school life in Japan after
a three-year absence. Sayo recalled feeling exhausted when she first returned home as a
kikokushijo;
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Sayo: I was always tired… the major reason was because I had gotten so used to
U.S. schools. U.S. schools were easy and fun, but I had to study a lot at Japanese
school. Besides, I pressured myself to make friends and have a good relationship
with them. Well, I was mentally exhausted. (Sayo, personal communication, July
18, 2015)
After coming back to Japan, Sayo was overloaded with studying since she was a high
school examinee. Her busy days often made her wish that she could go back to the United
States.
Classes at Japanese Public School
The junior high school that Sayo attended is public, and they do not provide
special classes or courses for kikokushijo. Thus, Sayo took lessons with mainstream
Japanese students. In addition to preparing for high school entrance exams, Sayo needed
to keep up with all subjects taught in the Japanese curriculum.
Science was a particularly challenging subject for Sayo because she had not
learned it at hohsuko during her sojourn. Consequently, she had a hard time keeping up
with science class when she resumed school in Japan. On the other hand, English class
was much easier for her— but she did not express how tedious the class seemed. Sayo
told me that she had often and actively communicated with an ALT, or assistant language
teacher, at her junior high school in order to maintain her English abilities. Sayo also told
me that an English teacher, who is Japanese, had often asked Sayo to pronounce words or
read a textbook aloud to her, which made Sayo feel confident in her knowledge of
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English. At the same time, the teacher’s focus on her made Sayo stand out in class, which
was uncomfortable for her.
As of July 2015, Sayo was an eleventh grader at a public women’s high school.
Regarding English class, Sayo expressed her dissatisfaction to me;
Sayo: After I came back to Japan…even now, I often wonder if English lessons at
school are beneficial for my future. (Sayo, personal communication, July 18, 2015)
As a kikokushijo—who had learned and used English in an American classroom—
English lessons at Japanese public school did not seem satisfying for Sayo. For this, Ms.
Tanaka revealed Sayo’s bitter experience;
Ms. Tanaka: Sayo had to memorize certain expressions when exam material was
covered. One day her [high school] English teacher didn’t accept Sayo’s answer
in a written exam because other students hadn’t yet learned the grammar Sayo
had used. She [the teacher] said to Sayo, “other students don’t know this
expression, so I can’t give you points for this.” I’m afraid many [returnee]
students will come to dislike English class in Japan if teachers punish them for
having an advanced knowledge of English. (Ms. Tanaka, personal communication,
July 18, 2015)
As a mother of kikokushijo, or returnee students, Ms. Tanaka disclosed her
concerns about some teachers lacking understanding of students coming back from
foreign countries. For example, she witnessed an English teacher’s irrational attitude
toward Sayo on a parent’s day.
Ms. Tanaka: Sayo’s English teacher ignored her in class. On a parent’s day, the
teacher asked if anyone would answer a question in English, and Sayo raised her
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hand, and she was the only person raising a hand…but the teacher wouldn’t call
on Sayo and instead moved on. Sayo had been reluctant to attend English class at
high school, but I didn’t understand why until that day. Now I understand why.
(Ms. Tanaka, July 18, 2015)
Emphasizing that some teachers were understanding of her daughters’ unique experiences
and provided good opportunities to speak English in class, Ms. Tanaka assumed that
some teachers—especially those who have not learned English overseas or still have an
accent when speaking English—may feel reluctant to have kikokushijo speak English
with good pronunciation in class. Ms. Tanaka then shared her unexpected feelings about
Japanese English classes;
Ms. Tanaka: I had expected that my daughters would get perfect scores and good
grades for English class. But they actually had a hard time in English class. For
instance, Yuri [the youngest daughter] couldn’t spell, “you’re welcome,”
correctly on an exam because she remembered the phrase only by sound, like
“your welcome.” (Ms. Tanaka, personal communication, July 18, 2015)
Concerning this, Sayo also revealed her anguish. Sayo had learned English in the U.S.
and knew various authentic expressions; however, she still had points deducted on exams.
Sayo explained the reason;
Sayo: I learned real English in the U.S., but I didn’t learn grammar precisely, so I
don’t understand some grammatical rules well. Also, I’m not familiar with parts
of speech or grammatical terms like, “futeishi [infinitive]” and “bunshi-kobun
[participial construction].” (Sayo, personal communication, July 18, 2015)
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Hearing Sayo’s distress, I remembered Yui Sasaki’s uneasiness about resuming Japanese
school life (Chapter 6). Yui anticipated that learning English in the U.S. would not
always enable her to excel in English class in Japan since Yui, like Sayo, was not familiar
with precise grammatical terms in Japanese.
I asked Ms. Tanaka if she could have anticipated that her daughters would face
difficulties in English classes like they had mentioned to me. Ms. Tanaka answered;
Ms. Tanaka: No, not at all. When I contacted high schools [about Misa’s transfer]
while I was in Springfield, they only suggested positive things to us, like master
real English and enjoy U.S. life. I never expected my daughters would face such
difficulties.... (Ms. Tanaka, personal communication, July 18, 2015)
School Rules
Sayo preferred genchiko at Forest Middle School; she liked the class structure and
non-strict school regulations. As previously mentioned, when I met Sayo in Springfield in
2012, she had her ears pierced. According to Sayo and Ms. Tanaka, Misa and Yuri had
had their hair dyed brown, and Misa had also had her ears pierced during the sojourn.
When I met Sayo in July 2015, however, I did not see her wearing earrings
anymore; in addition, Ms. Tanaka told me that Misa and Yuri had dyed their hair back to
black before going back to Japanese school. As of today, many public Japanese schools
(from elementary to high schools) still set school rules prohibiting students from
changing hair colors or wearing accessories.
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Ms. Tanaka: Before Misa started going to high school, her school required her to
have her hair dyed black, so she did. (Ms. Tanaka, personal communication, July
18, 2015)
But as time passed, Misa’s hair gradually turned back to brown, and she was frequently
cautioned by her teachers to dye her hair; she followed their suggestions. One day, Misa
was called to the teacher’s office and told to dye her hair again prior to a school trip.
Ms. Tanaka: The teacher told Misa to dye her hair before the school trip or she
wouldn’t be able to go. Misa’s school is known as one of the best and most
traditional high schools in our prefecture. So I guess the teachers were worried
about what other people would think about the school if they saw students with
dyed hair. (Ms. Tanaka, personal communication, July 18, 2015)
Sayo was also dissatisfied with the strict rules, although she showed her
understanding of the inflexible regulations at Japanese schools.
Sayo: After coming back to Japan, I talked to my old friends about the school
regulations at my local school in Springfield. They looked so surprised to hear
about the non-strict school rules. I also explained to them that I had to let my
piercings close, but they simply told me that it couldn’t be helped because it was a
rule. (Sayo, personal communication, July 18, 2015)
From these incidents, Ms. Tanaka felt that her daughters had faced some uneasiness or
discomfort in adapting to Japanese school rules and norms.

167
Kikokushijo in a Collectivist School Culture
Since I have lived both in Japan and in the U.S., my lived experiences enable me
to notice differences in social and/or cultural norms between the United States and Japan.
From my perspective, U.S. culture is more likely to be an individualist society in which
stating individual opinions and even delivering different ideas is acceptable. On the other
hand, Japanese culture puts more of an emphasis on collectivity and group loyalty,
especially in large groups such as schools and companies. Thus, I had a question about
how Sayo experienced Japanese school life since returning to Japan.
At the beginning of resuming Japanese school life, Sayo was worried about
whether she should align herself with the opinions of the people around her. According to
Sayo, she used to try to stay in line with her friends before she moved to the United
States. However, her genchiko life and local friends had an impact on Sayo’s point of
view; school culture in the U.S. had taught Sayo the importance of sharing her opinions.
Sayo: At genchiko [local school in the U.S.], my friends often said what they
thought. They expressed who they are, or their characteristics. Of course we
sometimes had arguments and conflicts, but we always reconciled. (Sayo,
personal communication, July 18, 2015)
On the basis of her experiences at genchiko, Sayo decided to show who she really was
and express herself at her Japanese junior high school. Sayo explained to me that her
candid attitude was accepted in class, and that she tried to express her personality as
much as possible at school.
Sayo: I showed my true self in the U.S., and I think the “myself” is still well
expressed in Japanese school. (Sayo, personal communication, July 18, 2015)
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Regarding Sayo’s concerns about how to behave in class, Ms. Tanaka explained
Sayo’s struggle; “At first, Sayo seemed to be suffering because she thought she had to
align with her classmates.” But later Ms. Tanaka noticed Sayo’s growth and willingness
to be herself in class. Although Sayo had not specifically explained to me how she acted
in class, Ms. Tanaka filled in the gaps during our individual interview. At a meeting with
teachers, Sayo’s teacher mentioned how he appreciated Sayo and her behavior in the
class.
Ms. Tanaka: He [the teacher] said, “Sayo-san changed the classroom atmosphere
into a good one.” Some students seemed to have insidious behaviors like bullying,
and the classroom atmosphere wasn’t good at that time. When such things would
happen, Sayo would offer a reproving opinion, and most classmates agreed with
her; eventually they stopped bullying. (Ms. Tanaka, personal communication, July
18, 2015)
I felt that Sayo’s actions were very brave. Since I had spent my adolescence in Japanese
schools, I could imagine what the classroom atmosphere must have been like. I believe
that I would not have raised my voice in class if I had been in Sayo’s position because I
would likely have been marked as a target of bullying and no one would have helped me.
Ms. Tanaka, from this incident, sensed that Sayo did not hide herself and articulated what
she believed was right.
Nevertheless, Ms. Tanaka still sensed that Sayo and her older sister Misa were
being careful about their words and behaviors; namely, Sayo and Misa tried not to show
off their sojourning experiences to their classmates.
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Ms. Tanaka: Misa and Sayo thought they shouldn’t brag about their U.S.
experiences. They assumed that their classmates might talk behind their backs if
they behaved boastfully, even if the classmates showed a positive attitude toward
my daughters to their faces. (Ms. Tanaka, personal communication, July 18, 2015)
Ms. Tanaka shared what Sayo had told her about resuming Japanese school life as
kikokushijo.
Ms. Tanaka: I think Sayo expresses who she is well, but yet I think she sometimes
feels uncomfortable with the school atmosphere. If one student says, “oh, it’s so
cute!” to a certain thing, the others agree and say, “yeah, so cute!” Sayo actually
feels tired of it. Even if she doesn’t think the thing is really cute, she feels that she
cannot disagree… because her friends would get upset with her. One day, Sayo
said to me, “Mom, it’s tough to live in a Japanese school.” (Ms. Tanaka, personal
communication, July 18, 2015)

Friendships
When I met Sayo for the first time in Springfield in 2012, I got the impression
that she was a calm and quiet preteen. However, when I met her again after three years,
my impression was quite different. Sayo was still humble and polite, but she spoke
crisply and did not pause often while we were talking.
Reiko: I think you have become more cheerful compared to when I met you three
years ago in Springfield… I mean, you speak very crisply now. Do you think your
sojourning experiences had an impact on your personality?
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Sayo: Yes, I think so. I met various people [friends] while I lived in the U.S., and I
learned a lot from them. They helped me to develop myself. Actually, when I
resumed Japanese school, many of my old friends told me that I had become more
positive and cheerful. I believe my personality wouldn’t have changed if I hadn’t
gone to the United States. (Sayo, personal communication, July 18, 2015)
When we talked about Sayo’s friendships, Sayo frequently mentioned her best friend,
Isabel—as previously mentioned, Isabel was the first American friend that Sayo met
during her sojourn. It seemed that Isabel was very special to Sayo.
Since they had first met, Sayo and Isabel had spent almost every day chatting,
including during Sayo’s first summer break. When Sayo started to attend Forest Middle
School, she had already become accustomed to communicating in English, and that
enabled her to adapt to the local school life relatively easily. Regarding the establishment
of friendships, Sayo was able to expand her social circle by interacting with Isabel’s
friends because Sayo and Isabel were often together.
Sayo: I made friends through Isabel. Her friends often held parties, and they
invited me too, so I went to the parties with Isabel. (Sayo, personal
communication, July 18, 2015)
Hearing about how she had made new friends via Isabel’s network, I remembered that
Sayo participated in FCCLA activities at her local school. I assumed that the club had
given Sayo opportunities to meet more people in Springfield, and she had been
influenced—particularly with regards to the importance of expressing oneself—through
interacting with her friends.
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With respect to the friendships that Sayo had established in Springfield, I asked
her if she still kept in contact with her friends. Sayo explained to me that she was
connected to many of her friends in Springfield via online social network services, such
as Facebook or Instagram, but that she hardly communicated with them—except Isabel—
as of July 2015.
Sayo: I still stay in touch with Isabel. We often talked on Facetime [a free video
call device] before, but we have time differences between Japan and Indiana, and
I have recently had a tight school schedule, so we can’t talk often as we used to
do. (Sayo, personal communication, July 18, 2015)
Sayo explained that they often exchanged text messages even though the frequency of
their chats on Facetime had decreased. In the text messages, they caught up with each
other’s lives.
Sayo’s utterances on Isabel showed their intimacy, and Ms. Tanaka reinforced
that the girls had a strong friendship. Ms. Tanaka had witnessed Sayo and Isabel have a
huge argument when they were living in Springfield.
Ms. Tanaka: Sayo didn’t come back home even though the school bus had already
arrived. I thought she was chatting with Isabel, so I went outside to look for her…
and then I heard their yelling—they were crying and pulling each other’s hair.
They seemed to have had a clash of opinions and didn’t agree with one another.
Well, they often had arguments, but Isabel—or Americans—don’t seem to hold
grudges. The following day, they [Sayo and Isabel] reconciled. They apologized
and hugged each other… and got back to normal. (Ms. Tanaka, personal
communication, July 18, 2015)
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Ms. Tanaka then told me that Sayo’s experiences like this—talking to friends and
reconciling after arguments—were very significant for her. But these experiences also
made Sayo feel unsatisfied and uncomfortable with the school atmosphere in Japan,
which tends to promote conformity and discourage disagreements.
Ms. Tanaka: Sayo loves her friends at her Japanese high school. But Isabel is still
her best friend. Sayo often says to me that she will never meet a better friend than
Isabel. (Ms. Tanaka, personal communication, July 18, 2015)

Benefits of Sojourning
Three years after the Tanaka family returned to Japan, Ms. Tanaka thought back
to the early days of her sojourn and shared what she thought had been the most beneficial.
For her, first of all, spending quality time as a family was quite meaningful.
Ms. Tanaka: If we had been in Japan, my daughters would have spent time with
their friends rather than with family—I think it’s very typical for adolescents to do
so. But we spent a lot of time together, even traveling to many places, while we
were in Springfield. (Ms. Tanaka, personal communication, July 18, 2015)
Hearing about her memory, I recalled my youth—when I was at junior/high schools, I
preferred to spend time with my friends rather than my parents or siblings, and I hardly
ever went on trips with my family. This was because I was often busy participating in
club activities and intensive classes even during the summer—and also I felt that it was
embarrassing and bothersome to go out with my family. Ms. Tanaka thought that the
sojourning opportunity had enabled the Tanaka family to strengthen their ties. She
continued, “we lived in an area with a very small Japanese population, where kids cannot
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go anywhere without their parents driving them. The experience [of spending family time]
was very valuable.”
Another beneficial sojourning experience highly valued by both Sayo and Ms.
Tanaka was the opportunity to learn English. As previously mentioned, Ms. Tanaka had
been enthusiastic to move to the U.S. because she had wanted her daughters to master
English. In Springfield, Sayo—as well as Misa and Yuri—learned English at school and
with their private tutors; they thus had various opportunities to communicate in English.
During their sojourn, Mr. and Ms. Tanaka hired an English tutor who taught phonics to
their daughters; Ms. Tanaka placed a high value on this learning experience.
Ms. Tanaka: My daughters understand English and communicate well; it’s really
beneficial. Especially because they learned pronunciation from a tutor who spoke
English natively…it’s very different from learning English pronunciation in Japan
or just going to genchiko [U.S. local schools]. Just going to genchiko wouldn’t
have enabled them [her daughters and other non-native speakers of English] to
speak like native speakers. (Ms. Tanaka, personal communication, July 18, 2015)
Sayo also noticed the language advantage she had when she resumed Japanese school.
Sayo felt that English class was easy, and she was able to read and understand long
passages on reading comprehension exams much faster and more easily than her friends.
In addition, both Sayo and Ms. Tanaka knew that Sayo’s English ability would broaden
her future opportunities. As of July 2015, Sayo already envisioned what her future might
look like;
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Sayo: I definitely want to go back to the U.S. again to learn English more. Then
I’d like to work using English… work that mainly involves communication skills
rather than writing skills.
Reiko: Learning English more in the U.S… You mean studying abroad?
Sayo: Um, I want to go to college [in Japan] to study English. So, if I have a
chance, I want to apply to a study abroad program at college…but if I can’t…
even so, I want to go to the U.S. after graduation to polish my English skills.
(Sayo, personal communication, July 18, 2015)
Sayo’s utterance gave me the impression that she was very interested in maintaining—or
even developing—her English skills at a higher education level, and that she wanted to
maximize the English ability that she gained during her sojourn.
In regard to maximizing Sayo’s English ability, Ms. Tanaka mentioned college
entrance exam options. Although Sayo will not be able to apply for kikokushijo-waku or
special treatment for kikokushijo regarding entrance exams (see Chapter 6) because it will
have been almost 5 years since Sayo returned to Japan when she applies to college, Sayo
will be able to take entrance exams in some exceptional ways. Nowadays, many private
universities and colleges have the TOEFL (Test of English as a Foreign Language) as an
option for entrance exams. Applicants whose TOEFL scores reach the university or
college requirements get accepted. Even though Sayo had not taken the TOEFL as of July
2015, Ms. Tanaka thought that taking the test would be a good opportunity for Sayo.
Personal growth was another benefit of sojourning for Sayo. Going to local
schools in the U.S. was a significant experience for her—she was exposed to American
culture and had the opportunity to interact with local friends. Sayo enjoyed her local
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school life and chatting and laughing with her friends, and her attitude and personality
were positively influenced as a result. She came to learn the importance of expressing
herself, and she tried to maintain this attitude even after returning to Japan. Sayo used to
be quiet and reserved before she moved to the U.S., but after returning to Japan, many of
her friends—who had known Sayo before the sojourn—recognized that Sayo had become
very positive and cheerful.
Sayo: I owe how I am to my friends at genchiko [U.S. local schools]. Because of
them I enjoy my high school life here [in Japan]. (Sayo, personal communication,
July 18, 2015)
Ms. Tanaka also recognized Sayo’s personal development, particularly her new
willingness to be open about her opinions. At the end of the interview, Ms. Tanaka talked
about the moment she realized Sayo’s growth—the day of Sayo’s junior high school
graduation.
Ms. Tanaka: Sayo had a good friend from childhood who seemed to have a
difficult time with her family and school while she was in junior high school. She
was thus somewhat lukewarm… she had a lackadaisical attitude and almost gave
up going to high school. (Ms. Tanaka, personal communication, July 18, 2015)
Sayo felt very disappointed and uncomfortable with her friend’s negative attitude; thus
Sayo encouraged her not to give up.
Ms. Tanaka: Sayo had had a difficult time keeping up with school when she
returned to Japan, but she was able to manage it. Sayo was candid with her friend
about how upset the negativity made her, and she told her not to give up. (Ms.
Tanaka, personal communication, July 18, 2015)
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Then, on graduation day, Ms. Tanaka was spoken to by the mother of Sayo’s friend. The
mother expressed gratitude to Sayo and explained to Ms. Tanaka that Sayo’s optimism
and determination had had a huge impact on her daughter. After Sayo encouraged and
supported her friend, she decided to study hard and got accepted to a high school that she
wanted to attend.
Ms. Tanaka: I didn’t know that Sayo had had such interactions with her friend at
all until that day… Sayo hadn’t told me. The mother appreciated Sayo for
positively influencing her daughter’s life. [In a tearful voice] I was so happy to
know that Sayo had helped someone. She has become a person who is capable of
having a positive impact on someone’s life. (Ms. Tanaka, personal communication,
July 18, 2015)
The next chapter discusses the major findings that I learned from the Japanese
families’ current and post-sojourning experiences. On the basis of the seven categories, I
compare each family’s perspectives and analyze their common and different sojourning
experiences. Additionally, I discuss prominent points from the research findings that are
specific to sojourner residents in areas with small Japanese populations.
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CHAPTER 8. FINDINGS

Introduction
The previous chapters portrayed the three sojourner families’ lived experiences.
On the basis of their experiences, both current (the Yoshidas and the Sasakis) and postsojourning (the Tanakas), this chapter presents key findings for the research on Japanese
sojourner students in the U.S., and also findings that are specific to sojourner residents in
areas of smaller Japanese populations.
To derive major findings from this research, I used the following procedure.
Firstly, following phenomenographic data analysis methods, I created seven categories or
“pools of meanings” (Åkerlind, 2005; Marton & Booth, 1997): (a) pre-sojourning; (b) the
beginning of sojourning; (c) genchiko or local schools; (d) hoshuko or Japanese Saturday
school; (e) friendships; (f) post-sojourning; and (g) benefits of sojourning. I structured the
portraits of the Yoshidas (Chapter 5), the Sasakis (Chapter 6), and the Tanakas (Chapter 7)
according to these categories.
Secondly, while reviewing these family portraits, I drew comparisons between the
Japanese sojourner students and their mothers in how the three families perceived and
understood their experiences in each category, such as “pre-sojourning” and “the
beginning of sojourning.” As mentioned in the methodology chapter (Chapter 3), finding
a variety of ways to experience phenomena in the world is of principal interest for
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qualitative research using a phenomenographic approach (Entwistle, 1997; Huisman &
Tight, 2014; Marton, 1981; Marton & Booth, 1997). Therefore, in this chapter I paid
particular attention to the participants’ different perceptions and derived understandings
of their sojourning experiences as major findings. Marton (1981) suggested that
commonness is also a significant component to discover in phenomenographic research,
so I extracted the participants’ common perceptions as principal findings as well.
Finally, I provided key findings, which are especially important for understanding
what the experiences of Japanese sojourner students and their families in the Midwestern
U.S. were like and how their U.S. experiences influenced them and their identities as
future kikokushijo or returnee students. This is significant and beneficial for teachers who
do not have much experience working with cultural and linguistic minority students to
gain a deeper understanding of these students and their needs at genchiko or local schools.
This research can also serve as a useful reference for other Japanese sojourner students
and their families who are currently living or plan to live in areas with a small Japanese
population.

Pre-Sojourning
Motivation
All the student participants in this study (except Ryo Yoshida) were shocked to
hear that they would be moving to the United States; they were notified about their
fathers’ job assignment overseas just a few months prior to their departure. These
students therefore hid neither their surprise nor their anxiety over things like being
separated from their friends in Japan (expressed by Hinako, Yui, Kenji, and Sayo) and
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their English proficiency (expressed by Hinako, Yui, and Sayo). In particular, Hinako and
Sayo clearly expressed that they did not want to move to the United States, and their
anxiety about parting from close friends in Japan was a central reason for their
unwillingness (Harkins, 2001; Koga, 2009; Ogbu, 1992).
On the other hand, Ryo Yoshida and Kenji Sasaki’s reactions to moving to the
U.S. were notably different from their older sisters’ reactions. For example, Ryo reacted
quite differently compared to Hinako—he accepted the move and did not show surprise
or hesitation about leaving Japan. Although Kenji was concerned about his friends on his
basketball team, he was not very concerned about his English ability when he was
notified of the move to the U.S. Age and gender differences could account for such
varied reactions to the same piece of news. Ryo and Kenji are males who were
elementary school-aged when they were notified, while Hinako, Yui, and Sayo were
females who were middle school-aged.
It was noteworthy to learn that the mothers’ approaches to the sojourning
opportunity also varied; the mothers’ motivation/attitudes toward sojourning would
influence their children’s U.S. school experiences. Ms. Yoshida and Ms. Sasaki expected
to fill a supportive role during the sojourn—they were simply accompanying their
husbands overseas to support them. Ms. Tanaka, however, considered her husband’s
overseas job duty as a study abroad opportunity for her daughters; that is, Ms. Tanaka
had a conscious desire to have her daughters master English during the sojourn. Given
that desire, the Tanaka family valued genchiko or local school more than hoshuko or
Japanese Saturday school—this is discussed in depth later. From this, I learned that the
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mothers’ perspectives would influence how their children spent their sojourning lives in
the host country.
Preparing to Move to the United States
The findings suggest that pre-sojourning preparation—such as gaining
information about the residential areas, developing English abilities, and even learning
about American (school) culture prior to the move—plays a role in facilitating the
sojourning lives of both the students and their families. There was one obvious difference
between the Sasaki and Tanaka families and the Yoshida family. The first two families,
who were sent to Springfield by Asahi Automotive, had more access to various resources
and information via a supporting organization and current/former sojourners introduced
to the families by the company. While still in Japan, both Ms. Sasaki and Ms. Tanaka had
the chance to contact other sojourner families working for Asahi Automotive in
Springfield. As such, they were able to learn about schools in the Springfield area, and
this enabled the Sasaki and Tanaka families to consider and select schools with features
more suitable to their particular wants and needs, e.g., whether the schools focused more
on academics or sports, or whether the student bodies consisted of several ethnic groups
or of predominantly white students. In addition, as Ms. Tanaka highly appreciated, the
opportunity to meet former sojourners and talk to them about their experiences was quite
useful to soon-to-be sojourners who were not familiar with the area.
On the other hand, the Yoshida family had relatively few chances to learn about
their sojourning area and its schools prior to their move to the United States. The major
reason for this was a limited network of personal connections at Mr. Yoshida’s company.
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Mr. Yoshida’s company in Japan does not send many Japanese employees to Springfield
at one time. And because Ms. Yoshida was a full-time worker while she was in Japan,
she did not have time to get acquainted with the wives of her husband’s other sojourning
coworkers. Therefore, it was quite difficult or even impossible for Ms. Yoshida to
connect with Japanese people who currently live or previously lived in Springfield to ask
them about the area.
Moreover, I learned from Hinako and Yui’s experiences that sojourner students
could not always be given appropriate support from other Japanese peers at local schools
with smaller Japanese student populations; consequently, Hinako and Yui encountered
several challenges at genchiko. For example, Hinako had met another Japanese sojourner
student who had supported Hinako in her early days at genchiko, but Hinako soon found
out that the girl was scheduled to return to Japan in two or three months. This fact made
Hinako extremely worried and nervous because she was not familiar with American
school culture and she wasn’t confident with her English abilities.
Yui also had one Japanese sojourning friend at her genchiko, but she soon realized
that this friend did not help her in a way Yui wanted, and Yui came to feel that she did
not actually get along with this student. Yui therefore had to decide not to rely on the
student and expand her social circle by herself—but making friends at genchiko was not
easy for Yui due to the language barrier and cultural differences between Japan and the
United States (e.g., Endo, 2011; Harkins, 2001; Hasebe, 1987; Ileleji, 2008; Kanno, 2000,
2003). From this, I noted that the groundwork for genchiko or local school life—such as
developing English abilities, learning about U.S. culture, as well as learning about U.S.
school customs (e.g., note-taking, classroom transfers, and lunch in a cafeteria)–could
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help support Japanese sojourner students at genchiko. However, the student participants
in my research usually had only a few months prior to their departure in which to prepare,
which was not really enough time. In effect, Hinako, Yui, and Sayo had all become
concerned about their English abilities as soon as they had been notified that they were
moving to the U.S. Hinako and Sayo had not attended English conversation schools while
they were in Japan. But Yui, on the other hand, had attended an English conversation
school with Kenji a few years before their move to the U.S.; nevertheless, both Yui and
Kenji were shocked by the language barrier at genchiko.

The Beginning of Sojourning
As Yui’s first and “worst experience” at summer camp in the U.S. shows, the
Japanese sojourner students in this study had a very difficult time upon their arrival in the
United States. Without exception, all student participants—they were also regarded as
developing language proficient or ELL students at levels 1-3 (defined by the author, p.
9)—encountered the language barrier at the beginning of their sojourn (Endo, 2011;
Harkins, 2001; Kanno, 2000, 2003; Miller & Endo, 2004), and they continued to
experience numerous struggles at genchiko from there. Hearing about the students’
experiences regarding the language barrier, I noted that the language barrier was a root
problem for the Japanese sojourner students in their genchiko lives—this was especially
true at schools with smaller Japanese student populations. As mentioned before, Hinako
and Yui had received language support from their Japanese peers at genchiko since
beginning school, but the support was not sufficient—Hinako’s friend returned to Japan
and Yui did not get along with her Japanese friend. Likewise, Ryo, Kenji, and Sayo
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expressed how their struggles with English caused further struggles in the areas of
friendship establishment and academic performance.
Friendship Establishment
For new students, no matter what country they live in, communication is an
essential tool for making friends; as such, the language barrier affected the Japanese
sojourner students’ friendship establishment (Hamann, 2001; Haneda & Monobe, 2009;
Kanno, 2000, 2003; Rikyu, 2009; Yashiro, 1995). As revealed by the anguish evident in
the interviews, this difficulty put great pressure on Yui, Hinako, Sayo, and Kenji.
Yui—who had already had an upsetting experience at a summer camp due to her
developing English abilities—struggled to make new friends at genchiko. Although Yui
had the opportunity to have lunch with her local American friends, she could not
participate in the group conversation because she did not understand what they were
talking about. Yui also felt that no one would speak to her unless Yui started talking to
them first during lunch; such situations made her feel singled out. Hinako, who has a
worry-prone personality, was extremely anxious about making mistakes when she talked
to classmates in English. That anxiety often compelled Hinako to keep quiet at genchiko,
and her silence consequently deprived her of a chance at making friends. Sayo had a
similarly difficult experience. Sayo actually shared various positive experiences at
genchiko in the post-sojourning interview in June 2015, including stories of her best
friend. However, she too had experienced language-related hurdles during her first
semester at genchiko. She did not understand English at all, and thus she felt completely
lost, which prevented her from making friends at genchiko.
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As a result of the language barrier, Yui, Hinako, and Sayo recollected that they
had often felt mentally exhausted (Cooke, 1995; Iwamoto & Liu, 2010; Miyamoto &
Kuhlman, 2001) at school early on. Kenji started his genchiko life at a local elementary
school where he experienced bullying by his American classmates due to his English
ability. Before coming to the U.S., Kenji had expected that he would be able to adjust to
genchiko life easily; however, he came to realize that his genchiko life would not go
exactly as he had expected. Consequently, he did not enjoy genchiko for the first few
months until he became friends with two students—a Korean boy and a black boy.
Ryo, Hinako’s younger brother, did not express any difficult experiences in his
early sojourning life. However, it must be taken into account that I interviewed Ryo just
once, and the interview length was limited. So it cannot be assumed that Ryo did not have
difficult experiences regarding making friends. Ms. Yoshida said that Ryo had not
whined or complained about genchiko, and Ms. Yoshida assumed that perhaps this was
because he knew of his sister’s struggles at genchiko. Ms. Yoshida thought that Ryo had
probably hidden his own struggles about genchiko so as to avoid making his mother more
worried about her children.
Difficulties with Academic Performance
The students also disclosed another hardship due to the language barrier—it
affected not only their communicating abilities, but also their academic abilities (Abedi &
Levine, 2013; Cummins, 2001; Harkins, 2001; Harper et al., 2007). Concerning this
matter, Ms. Yoshida and Ms. Tanaka spoke of how their children had struggled to learn
content at genchiko—Hinako and Yui often stayed up late to complete their homework
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assignments. Curricula in middle schools are more complicated than those in elementary
schools (Abedi, 2004; Ngo & Lee, 2007); therefore, Hinako and Yui frequently
encountered unfamiliar words in their homework, requiring them to look up those words
and translate the text. As a result, finishing assignments was quite tough for Hinako and
Yui. Hinako tried to find more time to complete her homework assignments by cutting
down on sleep, but she still often could not complete her homework assignments before
school. Yui was often swamped by reading assignments—she had to spend hours reading
just a few pages due to her limited vocabulary and the complexity of the content. But
these issues are not limited to middle school students—Kenji also struggled with
completing math assignments. Although Kenji had already learned “rounding” in Japan
and understood the concept, he was not able to explain how numbers were rounded off in
English—for this, Kenji needed to ask for Dr. Yamada’s assistance to translate.
These issues regarding homework assignments reveal a serious issue: academic
assistance for linguistic minority students is insufficient, and this issue is more likely to
occur in areas with a small Japanese population. As stated before, the Japanese sojourner
students in this study had not had enough chances to practice English during presojourning preparation. Due to their limited knowledge of English, various types of
language support, such as assistance with homework assignments, would play a
significant role in their everyday school life. However, as shown by the fact that Hinako
had had to join a waitlist for a bilingual tutor, it was often difficult to find bilingual tutors
in Springfield. This suggests that in areas with few Japanese residents, many bilingual
tutors—both English- and Japanese-speaking—who could assist the Japanese sojourner
students with academic work were not always available.
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Anxiety and frustration about friendship establishment and homework
assignments at genchiko made the Japanese sojourner students extremely stressed.
Hinako was particularly overwhelmed, as evidenced by an incident in which she
expressed her irritation by wailing and kicking a table. Likewise, Kenji expressed his
own frustration by yelling at his mother. He also conveyed an unwillingness to go to
genchiko. Being in an extreme state of nervousness and irritation, both Hinako and Kenji
came to feel homesick and wanted to go back to Japan (Okazaki-Luff, 1991). As a result
of their children’s difficulties, both Ms. Yoshida and Ms. Sasaki discussed with their
husbands whether the mothers should leave Springfield and return to Japan with their
children. As shown by Yui’s use of harsh language to her mother at the beginning of her
genchiko life, Japanese sojourner students are more likely to be stressed in their early
days at genchiko (Cooke, 1995; Iwamoto & Liu, 2010).

Genchiko or Local School
The Biggest Challenge: English
First and foremost, the findings regarding genchiko demonstrated that all the
student participants—who were also ELL students at levels 1-3—recognized English as
the biggest challenge during their sojourn (e.g., Endo, 2011; Ileleji, 2008; Harkins, 2001;
Okazaki-Luff, 1991; Takeuchi et al., 2002; Zhou, 1997). In order to make genchiko life
more productive, Japanese sojourner students need to have opportunities to interact with
peers in both social and academic situations. However, the language barrier was a great
obstacle: as Hinako said, “I can’t start anything without understanding English. To solve
math questions or understand what I’m learning in a social studies class, I should
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understand English first of all” (p. 86). Therefore, English proficiency was a vital
element for the Japanese students at school during their sojourn, and so several Japanese
sojourner students in this research tried hard to learn English.
As the sojourner students experienced, communication or social English skills are
vital to establishing friendships and interacting with peers at school—therefore, social
English proficiency influences students’ personal connections at school. Kenji’s
experience of his teacher’s verbal announcement in class made the need to develop social
English skills clear.
In addition to social English skills, the Japanese sojourner students revealed how
necessary they felt academic English development was. In addition to Hinako, Yui, and
Kenji, even Ryo and Sayo—who did not have much trouble communicating with peers at
genchiko—expressed difficult feelings about their academic performance. Academic
English contains a level of proficiency with complex sentence structure and vocabulary
(Badgett et al., 2012); this suggests that the Japanese sojourner students—who were also
ELL students at levels 1-3—were more likely to encounter various complex, unfamiliar
terms and expressions during class.
Take Hinako’s case: she listed her mainstream English class as one of her most
challenging classes. Besides learning unfamiliar topics, Hinako was also confused by the
various unknown terms she often encountered. For this same reason, social studies was
another challenging subject for Hinako as well as Kenji. Additionally, it is notable that
most of the Japanese students—Ryo, Yui, Kenji, and Sayo—had an aversion to science
class. Kenji’s opinion represents the students’ struggles: “If I could read textbooks in
Japanese, I would have been able to understand… I really don't understand what I’m
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learning in these classes” (p. 119). In order to ameliorate such situations and reduce the
impact of the language barrier, all the Japanese sojourner parents in this study hired
tutors—native speakers of English and bilingual speakers of English and Japanese. The
sojourner students learned their genchiko contents and practiced English with their tutors
(Koga, 2009; Miyamoto & Kuhlman, 2001; Yashiro, 1995).
Different Reactions Toward Genchiko
In this study, the student participants had different attitudes toward genchiko.
Hinako and Kenji expressed bitter or negative awareness about their time at genchiko,
and Yui described genchiko as a suffocating place. On the other hand, Ryo and Sayo had
positive attitudes toward genchiko. From all the students’ perspectives, I was able to
conclude that differences in lesson styles, school atmosphere, and friendships were
responsible for the different perspectives.
For lessons at genchiko, the language barrier was the greatest challenge for the
Japanese sojourner students. This challenge significantly influenced their academic
performance (Abedi, 2004; DebBurman, 2005; Hakuta et al., 2000; Miller & Endo, 2004;
Zhang, Hong, Takeuchi, & Mossakowski, 2012) in classes such as social studies and
science. In addition to difficulty with English, differing lesson styles at U.S. schools (as
compared to Japanese ones) prevented the Japanese students from fully participating in
class (INFOE-USA, 2011; Takeya, 1992; Tsuneyoshi, 2001). As Hinako, Yui, and Kenji
explained, they usually took classes that featured more oral explanations with fewer
visual aids—the students had to rely on aural information, and that consequently made
them confused and less able to understand what they were learning. Moreover, as Hinako
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explained, Japanese sojourner students were expected to participate in classroom
activities such as group discussions and presentations, which are rare in Japanese
classrooms.
The Japanese sojourner students also revealed how their teachers influenced their
classroom participation. Yui’s social studies teacher provided handouts made just for her
to facilitate her learning, and he also gave her support inside and outside of class—such
as providing PowerPoint slides with visual aids, advising Yui to wait and copy answers
from the display if needed, and answering her questions after class. This teacher’s
support helped Yui feel more comfortable, and she listed his social studies class as her
favorite class at genchiko. On the other hand, her science teacher used verbal instructions
rather than PowerPoint, and the lack of visual aids puzzled Yui. Moreover, as Hinako and
Kenji sensed, teachers’ indifference and lack of paying attention to Japanese sojourner
students kept these students from asking for help, and that may have made these students
more vulnerable in class.
Because there was usually little support from teachers at genchiko, personal tutors
were integral to the Japanese students’ learning. All the student participants in this study
had personal tutors with whom they studied lessons from genchiko in order to understand
what they were being taught at school. However, several teachers who were unaware that
the students were making such efforts outside of class may have misunderstood and
assumed that these students were fine, leading them to overlook the students’ struggles
and need for individual support in class (Ngo & Lee, 2007; Yee, 1992). Consequently,
such teachers may have paid less attention to the Japanese students. This idea is
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supported by an experience that Sayo frequently had: her English teacher had high
expectations of Sayo and thus started reducing individual support for her.
School atmosphere also influenced the students’ reactions toward genchiko. In
particular, the sojourner students’ attitudes toward genchiko depended largely upon
whether or not they felt they could express themselves there. For instance, Sayo and Ryo
liked genchiko. Sayo liked the culture in American schools, which allows the students
more freedom than Japanese schools, and she felt that students could feel free to voice
their opinions in such an environment. Ryo loves playing sports, and he had several
opportunities to try various sports including American football—these experiences
motivated him to go to genchiko. With these positive atmospheres, both Sayo and Ryo
felt they could express themselves, and thus they enjoyed their local school lives.
On the other hand, it was quite challenging for Hinako, Yui, and Kenji to express
themselves at genchiko. Both Hinako and Yui often felt nervous and strained at genchiko,
and these feelings prevented them from behaving as they normally would have. Kenji, on
the other hand, sensed that genchiko’s nori (or atmosphere in Japanese) was different
from that of Japanese schools, and that situation made it difficult for him to fit in and
express himself.
Judging from the Japanese students’ school experiences, showing selves is closely
linked to friendship establishment. I also noted that the students’ relationships with
friends at genchiko were correlated with the degree of their preference for genchiko. Ryo
and Sayo had various opportunities to interact and spend time with local peers at
genchiko—Ryo enjoyed spending recess with his friends, and Sayo loved chatting and
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laughing with her local friends. These instances support the idea that friendships were a
large part of their motivation to go to genchiko.
Hinako, Yui, and Kenji’s friendship establishment did not always go as they
would have liked. Hinako felt nervous about communicating with her classmates in
English, and that often kept her isolated at school. Yui—who later became good friends
with a Chinese girl—had been highly concerned about making friends at her local school,
and the pressure made her overly conscious about how she appeared to others;
consequently, Yui felt suffocated at genchiko. Kenji had experienced bullying because of
his developing English proficiency, and he also felt uncomfortable with some of his
American classmates who attempted to peer pressure him. Kenji therefore had some
American classmates whom he did not get along with, which contributed to the negative
feelings he had toward genchiko.
Genchiko’s Impact on Japanese Sojourner Students’ Identity Negotiation
Hearing about the students’ lives at genchiko, I noted that these Japanese students
were influenced by their genchiko in various ways, and their experiences significantly
impacted their ways of thinking and their identities (Brown, 2009; Browne, 2012; He,
2002, 2003; Spring, 2007; Wang, 2006). For example, Sayo recognized that her learning
experiences at genchiko had positively changed her personality. She had been a quiet
student and had rarely given her opinion in class before she moved to the U.S. But after
spending time at genchiko, learning about U.S. culture, and interacting with local friends,
Sayo learned the importance of expressing what she thinks and feels, and she became
more positive and cheerful.
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Like Sayo, Hinako underwent a change in personality due to experiences at
genchiko. Hinako had had a worry-prone personality before she moved to Springfield, but
her sojourning experiences led her to stop worrying as much as she had before. Although
Hinako did not identify what exactly had changed her, Ms. Yoshida thought that
Hinako’s local school life had changed her way of thinking. Hearing about Hinako’s
sojourning experiences suggested that devoting herself to volleyball—which is a passion
of hers—and interacting with her teammates could be other elements that had a positive
impact on her personality.
Ms. Yoshida gave me another example of how her children developed their
personalities by attending genchiko. Both Hinako and Ryo had been soft-spoken and
reserved while they had lived in Japan, but Ms. Yoshida sensed that Hinako and Ryo
were inspired by seeing how their genchiko classmates actively participated in class. Ms.
Yoshida believed that her children would likely participate in class more actively once
they returned to Japan. I observed Hinako’s active classroom participation during my
visit to hoshuko at Salem Saturday School.
Distinctive Challenges: Genchiko in the Midwest
In this research, the Japanese sojourner students and mothers revealed several
difficulties that they faced in terms of students’ genchiko lives, as well as the mothers’
school involvement. The prominent issues the interviews revealed are the teachers’ lack
of understanding of Japanese sojourner students and the shortage of language support for
both students and parents. Although this research was conducted in Springfield, Indiana,
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these issues could happen to sojourner residents in any area with a small Japanese
population.
As mentioned before, the Japanese sojourner students had difficulties with
frequent oral announcements given by their teachers, little visual information during
lessons, and a lack of individual support. These are representative examples of the
teachers’ lack of understanding of the needs of Japanese sojourner students, and such
issues are more likely to be apparent at schools where teachers do not have adequate
experience working with cultural and linguistic minority students. Teachers who usually
teach in mainstream (or monocultural and monolingual) classrooms do not have enough
opportunities to interact with students from different cultural and linguistic backgrounds;
consequently, those teachers may not be aware of the struggles of minority students.
Some examples of this are when Kenji did not understand his teacher’s announcement in
class and Ms. Sasaki later spoke to the teacher to ask for more help for Kenji, but the
teacher insisted that he had clearly made the oral announcement in class.
I previously discussed the issue of the limited number of bilingual (English- and
Japanese-speaking tutors) in the area of Springfield. For Japanese sojourner students—in
particular, those who are ELL students developing language proficiency—tutors who
know both Japanese and English play an essential role in supporting their sojourning
lives. However, Hinako’s situation (being waitlisted for a bilingual tutor) demonstrates
that students in areas with a small Japanese population are not always able to find
available bilingual tutors.
The need for language support not only for the sojourner students but also for
their parents, regarding school involvement, is another particular issue for areas with
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fewer Japanese residents. Ms. Yoshida once said, “We desperately tried to survive those
days [at the beginning of their sojourn]” (p. 81), and this statement represents the
importance of language support. The Yoshida family could not obtain sufficient language
support from Mr. Yoshida’s company, which typically sends only one or two employees
to the Midwest at a time. Thus, in the early days of her sojourn, Ms. Yoshida had to
spend several hours reading newsletters from genchiko in order to understand what they
said, and she also had to hire translators to talk to her children’s teachers. Although
Hinako and Ryo later came to take care of themselves in ways like reading newsletters
and communicating with teachers for their mother as they developed their English skills,
this issue is likely to happen to any sojourner who does not have enough linguistic
support from their affiliations.

Hoshuko or Japanese Saturday School
Roles of Hoshuko for Japanese Sojourner Students
Like genchiko, another important theme revealed in the phenomographic analysis
was that the student participants had different attitudes toward hoshuko. Kenji, Hinako,
and Yui thought attending hoshuko was worthwhile; Ryo and Sayo did not value hoshuko
very much. However, all the Japanese students, including Ryo and Sayo, stated that they
enjoyed spending time and chatting with other Japanese students at hoshuko.
The Japanese sojourner students go to genchiko or local school five days a week,
where they are expected to communicate in English; therefore, as Hinako explained,
hoshuko can be a place in which they do not have to think about English. On this point,
Sayo (even though she enjoyed communicating with her local friends at genchiko) felt
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positively about the opportunity to talk with Japanese friends once a week at hoshuko.
For those who are particularly stressed out by genchiko (like Hinako, Yui, and Kenji),
hoshuko can play a significant role in relieving the stress and anxiety of their local school
experiences (Endo, 2011; Kanno, 2000, 2003; Shibata, 2000). Hinako, Yui, and Kenji felt
more comfortable and able express themselves at hoshuko than they did at genchiko.
In addition to interacting with other Japanese students, I learned that hoshuko has
a function of facilitating students’ learning of the Japanese curriculum and minimizing
academic risks when they return home and resume school in Japan (Hasebe, 1987;
MEXT, 2009b). Yui and Hinako, as future kikokushijo or returnee students, were
concerned about whether they would be able to keep up with high school lessons when
they returned to Japan. These concerns convinced both Hinako and Yui that it was very
important to attend hoshuko during their sojourn even if it meant they would have a tight
schedule. Ms. Yoshida and Ms. Sasaki—although they understood that hoshuko taught
very limited subjects and academic contents due to a limited number of school days
(about forty days a year)—also saw the value in hoshuko. Sayo had not felt the
importance of hoshuko while she was living in Springfield; however, when she resumed
school upon her return to Japan, she realized that hoshuko had been quite helpful.
Experiences like Sayo’s suggest that hoshuko plays a significant role in maintaining
Japanese sojourner students’ academic abilities and preparing them for their return to
Japan.
In addition, Kenji’s positive feelings toward hoshuko suggest that hoshuko can be
a place to build self-confidence (Hasebe, 1987; Shibata, 2000). Linguistic minority
students, especially ELL students at levels 1-3, often face academic challenges due to
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language barriers (Abedi, 2004; DebBurman, 2005; Hakuta et al., 2000; Miyamoto &
Kuhlman, 2001; Takeuchi et al., 2002); thus, these students are more likely to feel stress
and anxiety about their academic abilities (Haneda & Monobe, 2009; Miller & Endo,
2004; Zhang et al., 2012) than non-ELL students at lower levels. Kenji, as an example of
this, was aware that he was not good at learning at genchiko due to his developing
English abilities. But Kenji could clearly understand what he was learning at hoshuko
because the teachers taught in Japanese, and that boosted his confidence and comfort. In
addition, Hinako’s active participation at hoshuko, such as asking questions, giving her
opinions, and chatting and laughing with other students and teachers, demonstrated how
she was able to establish self-confidence at Japanese Saturday school.
Difficulty Balancing Genchiko and Hoshuko
In this research, the students’ interviews revealed several benefits of going to
hoshuko. But they also spoke of the difficulties of balancing two schools—genchiko and
hoshuko. First, the Japanese students in this study had a large amount of daily homework
assignments from their local schools; they also received homework assignments every
time they went to hoshuko. Thus, the students had to make time to do their homework
from both hoshuko and genchiko within a limited amount of time. Second, the students
felt that their Saturdays were mostly occupied by hoshuko. Several Japanese sojourner
students like Sayo and Ryo felt like they lost Saturdays—much of their precious little free
time—by going to hoshuko. As Sayo discussed, some Japanese students may not be able
to attend parties on Saturdays, thus missing a good opportunity to spend time with local
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peers. The time taken up by hoshuko is another reason why several Japanese sojourner
students found it difficult to balance genchiko and hoshuko.
All of this information suggests that attending two different schools overseas
requires a lot of extra time and exertion. On this point, Salem Saturday School principal
Mr. Sato shared his thoughts about students attending both genchiko and hoshuko.
Having worked for several Japanese schools in different countries, Mr. Sato understood
the challenges that Japanese students and parents often face while living overseas.
Mr. Sato: Regardless of the length of time spent overseas, many Japanese
students feel challenged—they struggle to adapt to both local and Japanese
Saturday school lives. Not only the students but also their parents feel challenged;
I have had several parents consulting with me about how their children can stay
motivated and balance genchiko and hoshuko. Many Japanese families living
overseas have a series of hardships and struggles in their everyday lives. (Mr.
Sato, personal communication, May 6, 2015)
Understanding such situations, Mr. Sato emphasized, “Students studying at both hoshuko
and genchiko are making remarkable efforts.” He felt that students attending two
different schools in their host country would have to study harder than those who went to
daily Japanese schools overseas or regular schools in Japan.
Meaning of Hoshuko in the Midwest
I uncovered several prominent meanings of hoshuko for Japanese sojourner
students: relieving students’ stress and pressure coming from their daily genchiko life,
fostering their Japanese academic abilities, and giving them confidence in themselves. In
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addition to these findings, I learned that hoshuko also enables Japanese sojourner students
to become aware of their identity as Japanese people. For example, Yui made a strong
effort to study kokugo (Japanese)—particularly to learn kanji (Chinese characters)—at
hoshuko. Her reasoning was, “I don't want to forget them [kanji] as a Japanese citizen” (p.
127).
Regarding this, Mr. Sato spoke on the importance of continuing hoshuko. While
understanding that it was not easy for students to continue to go to hoshuko as they
entered higher grade levels or their school schedules became tighter, Mr. Sato believed
that conscientious attendance at hoshuko enabled the students to have more cultural and
linguistic connections with Japan. This idea is very important for Japanese students,
especially those who live among the relatively small Japanese populations in the Midwest.
Dr. Yamada also shared her own perspective about the role of hoshuko. As a
hoshuko teacher—and also as a mother of children who are mixed-race and go to Salem
Saturday School—Dr. Yamada considered hoshuko a Japanese community and expected
that hoshuko experiences would foster students’ Japanese identity.
Dr. Yamada: Students can meet Japanese people and learn Japanese culture
throughout their hoshuko life. Such experiences give the students opportunities to
learn what Japan [I understood this word to contain Japanese language, culture,
and society] is like. (Dr. Yamada, personal communication, April 11, 2015)
Dr. Yamada’s point of view reminds me of Yuri’s (Sayo’s youngest sister) experience at
hoshuko. Japanese people sing their national anthem, Kimigayo, at graduation ceremonies.
But when Yuri attended a graduation ceremony during her sojourn, she had not
recognized the song as the Japanese national anthem. Yuri later asked her mother what
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the song was. This situation was an opportunity for Yuri to become more aware of her
Japanese cultural consciousness, and it was also a meaningful opportunity for her to think
about her identity as a Japanese citizen.
Those who are living in metropolitan areas with a large Japanese population, such
as coastal areas like the greater New York and Los Angeles areas (MOFA, 2015), have
more opportunities to interact with Japanese people and be exposed to Japanese culture in
their everyday life. In such environments, a Japanese student’s identity—a uniquely
Japanese attitude and way of thinking—can be more easily maintained. However, such
opportunities are quite limited for students in areas with a small Japanese population like
Springfield, Indiana. Under these circumstances, the participants suggested the idea that
the hoshuko in the Midwest have greater meaning and value in terms of influencing
students’ identity as Japanese citizens.

Friendships
Emotional Support: Bond with Friends in Japan
The students revealed that friendships were influential to their sojourning
experiences—especially to their genchiko lives. Hearing about Yui and Hinako’s lived
experiences taught me that female teenage students—especially Yui—were highly
concerned about making friends at genchiko. They appeared to be very nervous and
sensitive in the early days at genchiko, possibly because they were recognized as a
“marked minority” (p. 16) due to their foreign cultural and linguistic backgrounds. In
such a circumstance, it is easy to imagine that a sense of belonging would be a
particularly delicate subject for these adolescent students (Moss & Davis, 2008). To
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support this idea, Hinako joined a local volleyball team because she believed that she
could make friends on the team. Additionally, Yui and Ms. Sasaki recalled how Yui had
yearned to make friends when she started going to Roseway Middle School.
One of the notable findings in this category is that the bond or connection with
friends in Japan played a significant role in emotionally supporting the Japanese students’
sojourning lives. The bond with friends in the home country is particularly crucial to
sojourner students like Hinako and Yui, who struggled to establish new friendships at
genchiko. Hinako often spent time alone at her local middle school because of her quiet
and anxious personality, while Yui felt that she had not met a “best friend” at genchiko
(although she later became friends with a Chinese girl). Based on their situations, both
Hinako and Yui explained to me that their friends in Japan were very special and
important to them. They showed me memorabilia such as photo albums, letters, and gifts
that had been sent by their friends in Japan. Because Hinako and Yui believed that their
friends supported them and awaited their return to Japan, Hinako and Yui felt that these
sentimental items helped reduce their emotional hardships at genchiko and empowered
them to overcome their struggles during their sojourn. Hinako and Yui also gave me
other examples of how they were strongly connected to their friends in Japan. Hinako had
enjoyed spending time with her old friends when she returned to Japan temporarily, and
she set a goal to go to the same high school as those friends to play volleyball upon her
return. Likewise, the pen case Yui used at genchiko had special meaning—she and her
friends from her basketball team in Japan had all bought the same pen cases before Yui
came to Springfield. Yui also wants to go to the same high school as her friends.
Moreover, I learned that both Hinako and Yui often contacted their friends in Japan using
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LINE (an online text messaging service) and exchanged text messages. These facts
suggest the idea that strong bonds with friends in Japan provide important emotional
support for the students during their sojourning lives. Also, such connections can impact
how well the sojourner students maintain their Japanese identity.
For Japanese sojourner students, especially those who go to genchiko with small
Japanese populations, the opportunity to make Japanese friends at genchiko will likely be
limited. There were only a few Japanese students at Hinako and Yui’s middle schools.
Hinako’s first Japanese friend had to return to Japan soon after Hinako started genchiko,
and Yui did not get along with a Japanese student she met. In addition to facing linguistic
and academic difficulties at genchiko, the reality of limited opportunities to make
Japanese friends made Hinako and Yui miss their friends in Japan. Hinako and Yui
discovered that these feelings could be assuaged by reliving memories with their friends
in Japan, looking at mementos, and exchanging text messages.
Contrary to Hinako and Yui, Ryo and Kenji or their younger brothers clearly did
not have strong connections with their friends in Japan like their sisters did. The boys’
ages were the primary reason for this. Both Ryo and Kenji were under thirteen years old
when they moved to the U.S., and LINE has an age limit that prevented them from using
the app to exchange messages. Instead of maintaining friendships with people back in
Japan, I understood that Ryo enjoyed spending time with his genchiko friends, and that
Kenji established strong friendships with a Korean and a black boy who lived in his
neighborhood.
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After Sojourning: Feeling Strangeness about Japanese Friendships
The friendship situation of Sayo (the other adolescent female student) was quite
different from those of Hinako and Yui. In our interviews (both in 2012 and 2015), Sayo
hardly mentioned her friends in Japan when we talked about her sojourning experiences.
Rather, I sensed from her words that Sayo had a strong connection with her genchiko
friends, especially with her best friend Isabel. Isabel was the first friend Sayo had met
during her sojourn, and they spent most of their time chatting during Sayo’s first summer
in Springfield, a pastime that gave Sayo an opportunity to practice English before starting
middle school. Sayo managed to make other friends at genchiko through Isabel, and she
enjoyed spending her genchiko life chatting and laughing with her local friends. Such
friendships, as I understood it, strongly connected Sayo to her genchiko, which led to
Sayo preferring genchiko over hoshuko.
Moreover, this research found that the friendship between Sayo and Isabel—
during which they had a heart-to-heart talk and sometimes fought with each other—had a
significant impact on Sayo’s identity. When she resumed school in Japan upon the
completion of her sojourn, Sayo experienced a strange feeling about Japanese
sociocultural norms (Hasebe, 1987; Koga, 2009; Miyamoto & Kuhlman, 2001; Takeuchi
et al., 2001; Yoshida et al., 2002), especially those relating to friendships. Finding herself
in an environment where her classmates aligned themselves with the majority opinions,
Sayo realized that she felt uncomfortable. Before moving to the United Sates, Sayo had
not doubted the type of relationship in which people conform to others instead of giving
honest opinions; but her experiences at school in the U.S. affected how she thought about
friendship (He, 2002, 2003). As a result of her new perspective, Sayo began to grow tired
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of Japanese friendships and felt certain that Isabel was her best friend. This realization
made her eager to return to the U.S.

Post-Sojourning
Anticipated Challenges: Academic Difficulty in Japan
With regard to post-sojourning, it has become clear that the sojourner students in
this research were greatly concerned about their Japanese academic abilities upon their
return to Japan. These students (Hinako, Ryo, Yui, and Kenji) were particularly worried
about the subjects that had not been covered at hoshuko during their sojourn—that is,
science and social studies (for elementary students). In more detail, Ryo will be a ninthgrader and a high school examinee when he returns to Japan, and he was concerned about
his academic skills in social studies and kokugo (Japanese) since these are primary
subjects for high school entrance exams. On the other hand, Yui—who will be an
eleventh-grader when she completes her sojourning—anticipated that she would face
problems with her English class in Japan because of the different ways of teaching
English in Japan and the United States. For example, students in Japan have to know
specific grammatical terms like “infinitive” or “past participle” to understand lesson
contents. Based on such differences, Yui felt that her English learning experience in the
U.S. would not necessarily guarantee that she would perform well at a Japanese high
school.
Regarding the concerns of current sojourner students (Hinako, Ryo, Yui, and
Kenji) mentioned previously, Sayo’s post-sojourning experiences best reflect the
problems they are anticipating. Sayo was a high school examinee when she resumed
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junior high school upon her return to Japan, so she had to make excessive efforts to keep
up with regular lessons as well as prepare for the entrance exam. In addition, Sayo had
points deducted on exams and realized that she was having trouble with her high school
English class. This was because she encountered several unfamiliar grammar terms in
English. Because she had not learned English grammar specifically at genchiko, she was
not very familiar with certain grammatical rules.
To minimize such academic challenges at Japanese schools, I sensed that the
Japanese sojourner students worked hard to maintain their Japanese academic skills
during their sojourn by doing things like going to hoshuko and learning English grammar
in the Japanese way (e.g., I tutored Yui and Kenji). Also, Hinako was planning to lower
one grade down (from 11th to 10th) when she resumed high school because it would
enable her to review things that she had previously learned at hoshuko and catch up with
the Japanese curriculum.
The Mothers’ Post-Sojourning Perspectives
This research revealed that Ms. Sasaki, Ms. Yoshida, and Ms. Tanaka had
different perspectives toward their return to Japan. Ms. Sasaki, as a mother of future
kikokushijo, was concerned about Yui and Kenji’s school lives after returning to Japan.
For example, Ms. Sasaki was planning to look into high schools and colleges offering
kikokushijo-waku (a special program for returnee students, see Chapter 6) for Yui. Ms.
Sasaki hiring me to tutor her children (because I have experience teaching English
grammar in Japan) is another way she prepared for her family’s post-sojourning
experience. Ms. Sasaki was also worried about the timing of the return to Japan. Since the
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Japanese school year begins in April, Ms. Sasaki thought she would have to leave
Springfield with Yui and Kenji before the new school year began, which would be before
her husband’s job duty ended.
Ms. Yoshida was also concerned about the timing of her family’s return to Japan.
Like Ms. Sasaki, she thought she might have to return to Japan with Hinako and Ryo
before Mr. Yoshida completed his job assignment in order for Hinako and Ryo to start
school in April. According to Principal Sato, many sojourner parents worry about the
timing of returning to Japan, and several parents had asked for his advice on the matter
while he was working at Salem Saturday School. Ms. Sasaki and Ms. Yoshida also both
considered hoshuko a significant institution where their children could learn according to
the Japanese curriculum—which they believed would minimize their children’s potential
academic difficulties at Japanese schools—and maintain their Japanese language skills.
Although Ms. Yoshida was concerned about the timing of going back to Japan,
she wanted Hinako and Ryo to enjoy the sojourn rather than spend time preparing for
their post-sojourning life by, for example, reading Japanese books. Ms. Yoshida
understood that her children—especially Hinako—had undergone various hardships at
genchiko, and Ms. Yoshida did not want to put any more stress or pressure on her
children.
Contrary to Ms. Sasaki and Ms. Yoshida, Ms. Tanaka was not very anxious about
her daughters’ (Misa, Sayo, and Yuri) post-sojourning life while living in Springfield.
Instead of preparing them to return to Japanese schools, Ms. Tanaka wanted her
daughters to enjoy genchiko and aspects of the U.S. that they would not be able to
experience in Japan. Therefore, Ms. Tanaka did not think going to hoshuko was as
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important as the other mothers did, although she appreciated its supportive teachers. Ms.
Tanaka saw the sojourn in the U.S. as a study abroad opportunity for her daughters, and
she wanted them to master English during their stay. Furthermore, when Ms. Tanaka
contacted Japanese high schools regarding Misa’s (Sayo’s older sister) transferring, she
was encouraged by the Japanese teachers from each school to have Misa focus on
learning English and enjoying life in the U.S.; no one mentioned anything about the need
to maintain Japanese academic abilities. With the approval of teachers in Japan, Ms.
Tanaka felt assured that it was more beneficial for her daughters to focus on genchiko
rather than keep up with Japanese learning contents. Nevertheless, Ms. Tanaka realized
that her daughters encountered various challenges at Japanese schools when they
resumed Japanese school—which she had not anticipated while the family was in
Springfield.
Reentry Shock Faced by Sayo
Once Sayo returned to Japan and resumed life at a public junior high school in her
hometown, she realized that she felt uncomfortable at school, particularly in her English
class. Sayo had not learned English grammar precisely at genchiko, and she was not
familiar with grammatical terms in Japanese such as futeishi (infinitive) and bunshikobun (participial construction). With this knowledge gap, it was not always easy for
Sayo to achieve good scores on her English exams. Furthermore, some teachers made
things especially difficult—such as rarely giving Sayo an opportunity to share her
opinions in class and not accepting her answers on a written exam because she had used
advanced grammatical expressions that had not yet been taught in class. Such unfair
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experiences made Sayo reluctant to attend English class at school. A similar issue—the
risk of returnee students feeling bored in English class because of their advanced
knowledge of English—was reported by INFOE-USA (2011) and Rikyu (2009).
Hasebe (1987) addressed several examples of reentry shock, or issues that
kikokushijo often experience upon returning to Japanese schools—things such as
difficulties getting accustomed to strict school rules and establishing friendships. Sayo
did in fact face these difficulties upon returning to Japan. For example, Sayo felt stifled
by strict school regulations that prohibited students from dyeing their hair and wearing
accessories. Because of these rules, Sayo had to let her piercings close and her siblings
had to dye their hair back to black. Sayo missed the relatively lax rules at genchiko, and
she discussed it with her friends in Japan. However, her friends had only experienced
Japanese schools and thus did not understand how she felt, and they essentially told Sayo
that rules were rules.
Sayo also had trouble readjusting to the collectivist school culture in Japan after
returning. Before moving to the United States, Sayo had always stayed in line with her
friends. But after being influenced by genchiko life and her friends from the U.S., Sayo
had learned the importance of expressing herself. Sayo was conflicted about whether she
should align herself with the opinions of the people around her upon resuming school in
Japan. Since she had gotten used to the individualist culture of the U.S., in which stating
individual opinions and even delivering different ideas is acceptable, she was reluctant to
go back to how she had been before her sojourn. She eventually decided to keep
expressing who she really is. Ms. Tanaka thought that Sayo was able to express herself
well, but at the same time Ms. Tanaka sensed that Sayo sometimes felt uncomfortable
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with the Japanese school atmosphere. The following comment confirmed Ms. Tanaka’s
suspicions: “One day, Sayo said to me, ‘Mom, it’s tough to live in a Japanese school’” (p.
169).
In this research, I heard from current sojourner families—the Yoshidas and the
Sasakis—about their lived experiences during their sojourn in Springfield; in addition, I
heard from one former sojourner family, the Tanakas, about their experiences both during
and after their sojourn. While the current sojourners (the Yoshida and Sasaki families)
discussed the concerns they had about their post-sojourning life, the Tanaka family
shared their experiences of post-sojourning life, including hardships faced by Sayo and
her siblings. Hearing of the hardships faced by the Tanaka family was one of the most
helpful findings in this research because their experience outlines the issues that current
sojourner students might encounter upon returning to Japan.

Benefits of Sojourning
English Development
In terms of benefits of sojourning, all of the student participants realized that they
had developed English skills throughout their sojourn. To acquire authentic English skills,
not only the students but also their mothers valued genchiko or local schools, where the
students were expected to use English. It has been mentioned that Hinako, Yui, and
Kenji—and even Ryo and Sayo, who preferred their local schools to hoshuko—struggled
early on with the language barrier at genchiko. Along with academic English, all the
sojourner students except Ryo disclosed hardships in social or communicative English
with peers. Due to this, Hinako and Kenji felt unwilling to go to genchiko at the
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beginning of their sojourn. Therefore, acquiring English skills—especially “authentic”
English skills, as emphasized by the sojourner mothers—after going through linguistic
hurdles at local schools was invaluable for all the student participants. Additionally, Ms.
Tanaka was pleased that her daughters were able to improve their pronunciation of
English with help from their private tutor. Ms. Tanaka believed that her daughters would
not have been able to acquire proper pronunciation if they had not come to the United
States.
Concerning English development, the participants—both students and mothers—
discovered that they would have various advantages as future (or current) kikokushijo.
First, Ms. Yoshida and Ms. Sasaki anticipated that their daughters would excel in English
class at Japanese schools upon their return because of their knowledge of English
grammar and their large vocabularies. Sayo recognized her superiority to other students
in terms of her fast reading and problem solving skills in English at her high school in
Japan. Second, Ms. Tanaka and Ms. Sasaki believed that their daughters’ English abilities
would benefit them on their future college entrance exams. Ms. Tanaka believed that
Sayo would be able to take TOEFL (Test of English as a Foreign Language) and use the
scores for college applications; likewise, Ms. Sasaki hoped that Yui would be eligible for
kikokushijo-waku or special treatment for kikokushijo for college applications. Third,
learning English during their sojourn made the sojourner students eager to use their
English skills in their future careers. Hinako, Yui, and Sayo envisioned their future jobs:
Hinako wants to be a kindergarten teacher, Yui wants to work at a gift shop in Kyoto, and
Sayo wants to work for a company. Although they are interested in different career paths,
they all have a common desire to use English in the future.
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Another remarkable finding regarding the benefits of sojourning was related to
sports and technology use. This finding concerns Ryo and Kenji and their learning
experiences at genchiko. Ryo had the opportunity to play various sports including
American football, which is not yet popular in Japan; Kenji learned how to use
technology that is not common in Japanese classrooms, e.g., computers and tablets. They
believed that their learning experiences could give them more choices for the future. For
example, Ryo wants to go to a sports-oriented high school in Japan, and Ms. Yoshida and
Ryo expect that his experience in the U.S. could be advantageous. Also, Kenji believes
that his ability to use technology will certainly provide various future choices for him.
Identity Development
The findings also suggest that sojourning experiences in the U.S. had significant
implications for the students’ identity negotiation (Brown, 2009; Browne, 2012; He, 2002,
2003; Spring, 2007; Wang, 2006). Hinako, Ryo, Kenji, and Sayo all explained how their
identities were influenced and negotiated. Hinako had a very worry-prone personality,
and she had felt nervous about talking to peers or offering opinions in English in class;
she was often silent at genchiko due to embarrassment and nerves. However, as she
became acclimated to her local school environment, Hinako learned not to worry so much.
Ms. Yoshida had been concerned about Hinako and Ryo’s passive and quiet learning
style in Japan. She felt that the U.S. classroom environment, in which students actively
participate and give their opinions voluntarily (INFOE-USA, 2011), had a positive
impact on Hinako and Ryo. Specifically, Hinako’s active participation at school—
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including asking questions and giving opinions at hoshuko—confirms Ms. Yoshida’s
perception.
Sayo also affirmed that genchiko life had positively impacted her personality, and
her experiences have continued to influence her Japanese school life post-sojourn. Sayo,
who had been a quiet student before attending genchiko, gained opportunities to interact
with local peers through her best friend Isabel and club activities. As she began spending
more time with her local friends at genchiko, Sayo became more cheerful and
comfortable enough to express her ideas and opinions to her local friends and in class.
With her cheerful, positive, and blunt personality, Sayo tried to express her true self at
her school in Japan.
The last finding is that the sojourning experiences—particularly interacting with
students from different backgrounds at genchiko—enabled the Japanese students to
develop cross-cultural awareness (Banks, 1995; Gay, 2001). Hinako and Kenji’s
experiences demonstrated their growth. Hinako, who had suffered due to cultural and
linguistic barriers at genchiko, learned what cultural and linguistic minority students like
her feel and experience outside of their home countries, and she learned what kind of
support they might need. Hinako believes that, as a result of her own difficult experiences,
she can now identify with minority students in Japan and provide support for vulnerable
students. Kenji developed friendly ties with Chinese and Korean students at genchiko,
people with whom Kenji rarely would have had the opportunity to interact with in Japan.
He had not had good impressions of the Chinese and the Koreans when he lived in Japan
due to the influence of the media on political conflicts between Japan and China or Korea.
However, Kenji felt that his Chinese and Korean friends were very friendly and nice, and
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such an experience enabled him to put aside preconceived notions about them and
develop his own opinions.

Summary of Key Findings
This research was conducted in Springfield, Indiana, which has a small population
of Japanese people. In Springfield, my research participants—Japanese sojourner
students and their mothers—were regarded as a cultural and linguistic minority. Through
learning about their sojourning experiences, I noted that several experiences were specific
to those who live in areas and attend schools with small Japanese populations. Upon
closing this chapter, I extracted six prominent points from the research findings. These
findings are specific to sojourner residents in areas of smaller Japanese populations,
which means that the findings in this research likely apply to any sojourner living in any
area of the United States with a small Japanese population, like Springfield. These key
findings will be an effective reference for educators who have not had a significant
amount of experience working with cultural and linguistic minority students, as well as
current and future sojourner families who (will) reside in areas with a small Japanese
population.
First, linguistic support is crucial for Japanese sojourner students and their
mothers. Upon arriving in the U.S., sojourner students attempt to learn English in order to
adjust to their genchiko lives. Some students learn English and academic contents with
the help of bilingual tutors. However, in areas with small Japanese populations, bilingual
tutors (who speak Japanese and English) are not always available. In addition, one
student’s mother, Ms. Yoshida, struggled to read and comprehend school newsletters, and
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she did not have access to adequate language support such as translators from her
husband’s company. Therefore, Ms. Yoshida had to hire translators when she talked to
her children’s teachers. Some sojourner families—especially families whose companies
do not send many Japanese employees to the assigned areas, like the Yoshidas—may
have difficulty gaining sufficient linguistic support for both students and parents.
Second, Japanese sojourner students often face academic difficulties at genchiko,
and the lesson style at genchiko can exacerbate this. In mainstream classes at genchiko,
teachers often give oral instructions without providing visual aids, which makes the
Japanese sojourner students feel confused and lost. Japanese students experience
particular difficulty in science classes and lessons with contents that are not familiar to
them, such as U.S. history. However, teachers who do not have enough experience
working with cultural and linguistic minority students often overlook these students. To
improve this situation, this research revealed the importance of providing decent
individual support for cultural and linguistic minority students. For example, as Yui’s
teacher showed, preparing special handouts and using PowerPoint slides with various
visual aids is an effective form of support.
Third, Japanese sojourner students often feel stressed and overwhelmed at
genchiko, especially schools with very few Japanese students. To them, hoshuko or
Japanese Saturday schools can be places that enable students to relieve stress and develop
confidence. In addition, for those living in regions without many Japanese residents or
access to Japanese language and culture, hoshuko can function as a Japanese community
where students can speak Japanese, experience Japanese culture, and interact with other
Japanese peers in addition to learning Japanese academic contents. In short, going to
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hoshuko is quite beneficial for helping students maintain their Japanese linguistic and
cultural identity.
Fourth, the bond with friends in Japan can serve as powerful encouragement for
Japanese sojourner students. This research revealed that the Japanese sojourner students
had a difficult time establishing friendships at genchiko because of their developing
language proficiency and cultural differences. In addition to having academic difficulties
at genchiko, difficulties regarding friendship often make students feel frustrated, lonely,
and homesick. For them, the connection to their friends in Japan played a significant role
in encouraging them to make the most of their sojourning life and thrive at genchiko until
they return to Japan. Although this finding came only from Yui and Hinako—because
their younger brothers did not have access to an online communication tool due to their
ages—learning that they could gain emotional support from their Japanese friends
supported the idea of the importance of relationships with friends in their home country.
Fifth, sojourning experiences influence students’ identity as Japanese. By placing
themselves in an area so culturally and linguistically different from their background, the
Japanese sojourner students have various opportunities—to use English in everyday
genchiko life, participate in U.S. classes, and interact with local peers. Such opportunities
enabled the sojourner students to think about themselves; that is, their language, culture,
and identity. For example, Yui tried to keep studying kanji or Chinese characters during
her sojourn in the U.S. because she felt that knowing these characters is important as a
Japanese citizen. Another example is Sayo, who realized that she had strange feelings
about Japanese social norms such as Japanese school regulations and collectivism when
she returned to Japan. A student’s living area and situation can have a strong impact on
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their identity maintenance (Yui) and negotiation (Sayo). Since both students lived in a
place with a small Japanese population, their access to Japanese culture and friends was
quite limited in comparison to areas with large Japanese populations. Thus, Yui began to
think about the meaning of using kanji as a Japanese person and the time Sayo spent with
her American peers made her realize the importance of being candid.
Finally, I learned that Hinako and Kenji developed greater cross-cultural
awareness during their sojourn in Springfield. Hinako, as a cultural and linguistic
minority student at genchiko, underwent various hardships due to the cultural and
linguistic differences. Such difficult experiences enabled her to identify with students in
need and realize what difficulties minority students may face and what kind of support
they may need. Because of her own experiences, Hinako wants to help students who are
struggling as she did during her sojourn once she returns to Japan. If Hinako had not
moved to the United States, especially to an area like Springfield, she would not have had
such an opportunity to understand students in need. Kenji deepened his understanding of
Chinese and Korean students through his sojourning experience. While he was in Japan,
Kenji did not have a positive impression of Chinese and Korean people because of media
influences as well as limited chances to interact with these people. However, once he
moved to Springfield, he gained opportunities to spend time with Chinese and Korean
students. Since there were very few Japanese students at his local elementary school in
Springfield, Kenji took advantage of the opportunity to communicate and play with
students from China and Korea. As he spent time with and got to know these students,
Kenji came to realize that his previous ideas about people from China and Korea were
not true. He knew that his Chinese and Korean friends were nice and friendly, so he was
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able to let go of the prejudices he had held. In the course of this study, I also learned that
Kenji and his Korean friend enjoyed sharing their cultures with one another. If Kenji had
resided in an area with a large Japanese population, he may have had more opportunities
to interact with Japanese peers. But if that had been the case, he likely would not have
formed relationships with Chinese and Korean peers, and he may not have gotten the
chance to deepen his understanding of other cultures like he did in Springfield.
In this chapter, I presented major findings derived from the phenomenographic
data analysis of my data (Entwistle, 1997; Huisman & Tight, 2014; Marton, 1981;
Marton & Booth, 1997). To conclude this chapter, I discussed six key findings that are
specific to sojourner students and their families in areas of smaller Japanese populations
such as the Midwest, USA. In the following chapter, I discuss these major findings in
order to respond to the research questions and to position my work in the research
literature.
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CHAPTER 9. DISCUSSION

Introduction
In the previous chapter, I presented the major findings of this dissertation research.
After analyzing the data, I found that the Japanese sojourner students in my research
experienced cultural and linguistic barriers during their sojourn, as several previous
studies have indicated (e.g., Harkins, 2001; INFOE-USA, 2011; Kanno, 2000, 2003;
Miyamoto & Kuhlman, 2001; Rikyu, 2009; Yoshida et al., 2002). The findings also
suggested that the Japanese sojourner students experienced difficulties understanding
lessons and establishing friendships at genchiko or local schools. While mainly the result
of cultural and linguistic barriers, these difficulties also arose from teachers with a lack of
working experiences with minority students (Endo, 2011; Ngo & Lee, 2007; Spring, 2007;
Suzuki, 2002) and schools with small Japanese populations. These challenges affected
the sojourner students’ identities as a cultural and linguistic minority.
In addition, the findings of this research revealed how the Japanese students
negotiated and/or maintained their identities as future (Hinako, Ryo, Yui, and Kenji) and
current (Sayo) kikokushijo or returnee students throughout their sojourning experiences.
Some aspects of genchiko—such as spending time with local peers and being exposed to
U.S. school culture—changed Hinako, Ryo, and Sayo’s personalities in what I interpreted
as positive ways. On the other side of the coin, Sayo’s new experiences at genchiko
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influenced her to feel differently about Japanese cultural norms—such as school
regulations and friendship—upon resuming school in Japan. Sojourning also keenly
developed the students’ cross-cultural awareness, as demonstrated by Hinako and Kenji
in particular. As for identity maintenance, I found that attending hoshuko and living in an
area with a small Japanese population helped shaped the students’ mindsets and played a
role in how they maintained their identities as Japanese people.
While I was analyzing the collected data, I noted the necessity of reviewing
additional literature in order to deepen the discussion. To provide in-depth discussion in
this chapter, I used several pieces of literature that are not included in the literature
review chapter (Chapter 2). The additional sources and concepts include culturally
responsive (or relevant) teaching (Gay, 2000; Ladson-Billings, 1995), linguistically
responsive teaching (Lucas & Villegas, 2010; Lucas, Villegas, & Freedson-Gonzalez,
2008), culturally sustaining pedagogy (Paris, 2012; Paris & Alim, 2014), and third space
(Gutiérrez, 2008; He, 2002, 2003; Wang, 2006).
In this chapter, I further discuss my findings by responding to the focal research
question: How do adolescent Japanese sojourner students perceive their learning
experiences in the Midwest? This broad question consists of three specific parts: (1)
What challenges and benefits do Japanese sojourner students encounter at U.S. schools,
and how do these experiences influence and shape their current identities and mindsets?;
(2) How do they value and weigh their identity “negotiation” and “maintenance” during
their sojourn in the Midwest?; and (3) What aspects of their sojourning experiences do
the students think will be valuable to their future experiences as kikokushijo?
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Discussing the key findings in order to respond to these research questions
enables me to highlight the findings of this research that have been derived from the
analysis of the collected data. It also enables me to delve into the connections between
this research and the research literature. Regarding research on Japanese sojourner
students, several qualitative studies are available (e.g., Haneda & Monobe, 2009; Kanno,
2000, 2003; Koga, 2009); however, research specifically focusing on sojourner students
residing in an area with a small Japanese population (such as Springfield, Indiana) is not
yet available. As such, discussing particular findings from areas with small Japanese
populations will play a meaningful role in this chapter.

Responses to Research Questions
Main Question
The main research question—How do adolescent Japanese sojourner students
perceive their learning experiences in the Midwest?—is intended to encompass several
aspects of the sojourning experience. To specify, I created explicit questions under the
umbrella of the main question about challenges and benefits of U.S. schools, identity
negotiation and maintenance, and the value of sojourning as it relates to future
kikokushijo. Providing in-depth discussion on each of these questions will result in a
comprehensive and multifaceted answer to the main research question. In upcoming
sections, I will discuss the major findings of this research as they relate to each question
and position my work in the research literature.
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Challenges and Benefits of U.S. Schools
Pre-Sojourning: Motivation and Preparation
In this research, all Japanese sojourner students except Ryo were surprised upon
being notified of their family’s move to the U.S., and they did not hide their reluctance
toward leaving Japan. This fact confirms Koga’s (2009) assertion that sojourner students
often have to accept their sojourning status as an involuntary family obligation.
Explaining further, Koga (2009) points out that sojourner students are not always
motivated to come to host countries because the decision is not made by the students but
rather by their parents. In fact, Hinako, Yui, and Sayo—adolescent female students—
were especially disappointed with their fathers’ job assignments because they would be
separated from their friends in Japan. As Moss and Davis (2008) argue, a sense of
belonging is significant for adolescents, so the idea of leaving their friends made these
three students disinclined to leave Japan. The Japanese students’ low
motivation/complete lack of motivation also influenced genchiko life during their
sojourns (Cummins, 1996; Ovando, 1993; Spring, 2007). For example, Hinako and Yui
expressed discomfort at genchiko. Hinako’s constant anxiety made her remain silent,
while Yui’s extreme concern about making friends at school left her exhausted.
School and social cultures in the U.S. are different from those in Japan (Nishida,
1999; Spring, 2007; Tsuneyoshi, 2001), and the impossibility of acquiring English within
a few months exacerbates the inevitable culture shock (Hakuta et al., 2000; Miller &
Endo, 2004; Niehaus & Adelson, 2013). Thus, having opportunities to learn about the
target culture and practice the target language before leaving for the host country makes
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the sojourn go much more smoothly. But because the student participants in this research
were notified of their move to Springfield only a few months before departing, they were
not able to sufficiently prepare for the move. The Sasaki and Tanaka families participated
in a few seminars for soon-to-be sojourners, and Yui and Kenji attended English
conversation classes before leaving Japan; however, this preparation was not adequate.
This research found that an insufficient preparation period before moving to the U.S.
presents a significant challenge for sojourner students.
The research also suggests the importance of learning information about the
sojourning area prior to departure, such as student demographics and characteristics of
the schools. Ms. Sasaki and Ms. Tanaka contacted several former Japanese sojourners
through their husbands’ company (Asahi Automotive) and were able to gain useful
information about Springfield that helped them figure out which schools would best fit
their children’s needs. Both Ms. Sasaki and Ms. Tanaka felt that exchanging information
with former sojourners was very helpful in preparing to move to the U.S. In particular,
Ms. Tanaka had the chance to meet a woman who had sojourned in Springfield and ask
her what sojourning life was like. These facts suggest that having access to local areas is
beneficial for people moving to an area with a small Japanese population. But not all
sojourner families were able to learn about their assigned area. Ms. Yoshida—whose
husband’s company does not send many employees to Springfield at the same time—did
not have many opportunities to familiarize herself and her family with Springfield and its
schools while the family was still in Japan. As a result, Ms. Yoshida, Hinako, and Ryo
had to start their sojourn with very little information about the area and its schools. This
difficulty may be particularly common among Japanese sojourners affiliated with
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companies that send few Japanese employees overseas or those who reside in areas with a
small Japanese population.
Culture and Language
Zhou (1997) indicates that English proficiency is regarded as the most prominent
prerequisite for entrance into American society, and this situation has remained the same
over the past two decades. The Japanese sojourner students (and their mothers) were
expected to use English and communicate with peers in the majority linguistic group—
namely, native speakers of English—at genchiko. Many scholars have pointed out the
effects of the language barrier (Endo, 2011; Harkins, 2001; Kanno, 2000, 2003; Miller &
Endo, 2004), and the Japanese sojourner students in this study—especially Hinako, Kenji,
and Yui, who were regarded as ELL students at levels 1-3—encountered the language
barrier and suffered because of it. Specifically, this research revealed that all the student
participants, including Ryo and Sayo (who preferred genchiko to hoshuko), struggled
with genchiko lessons such as social studies, mainstream English class, and science.
As of 2015, the student demographics of Springfield’s school district were
predominantly white (over 70% of students); approximately 5% of students were ELL
(English language learners) (IDOE, n.d.). These statistical data along with the student
participants’ statements suggested that the cause of many of the Japanese students’
academic challenges was the teachers’ lack of experiences with and understanding of
cultural and linguistic minority students. Frequent oral instructions and announcements
with few visual aids often made Hinako, Yui, and Kenji confused and passive in class.
Yui and Kenji (and even Ryo and Sayo) were troubled by frequent encounters with
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technical science terms. Moreover, Hinako and Kenji sensed that their teachers were
often indifferent and inattentive to the Japanese sojourner students; Sayo noted that some
of her teachers had stereotypical ideas about Asian students—such as hard workers, highachievers, problem-free, and requiring less attention within the classroom (Ngo & Lee,
2007; Yee, 1992).
On a more positive note regarding the teachers at genchiko, Yui’s social studies
teacher offered her personalized support and effectively facilitated her learning. This
teacher prepared special handouts for Yui and used PowerPoint slides with various visual
aids in class. He also gave Yui a message written in Japanese—written with the help of a
translation device—to tell her that he hoped his approach would help her. These are all
examples of effective forms of support for cultural and linguistic minority students that
reflect the core principles of culturally responsive (or relevant) teaching or CRP (Gay,
2000; Ladson-Billings, 1995) and linguistically responsive teaching (Lucas et al., 2008;
Lucas & Villegas, 2010).
Summarizing the principles of CRP, Siwatu (2007) described CRP as an approach
to teaching and learning that:
(1) uses students’ cultural knowledge, experiences, prior knowledge, and
individual learning preferences as a conduit to facilitate the teaching-learning
process;
(2) incorporates students’ cultural orientations to design culturally compatible
classroom environments;
(3) provides students with multiple opportunities to demonstrate what they have
learned using a variety of assessment techniques; and
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(4) provides students with the knowledge and skills needed to function in
mainstream culture while simultaneously helping students maintain their cultural
identity, native language, and connection to their culture. (pp. 1086-1087)
Visual information is essential for Japanese sojourner students who are developing
English proficiency in order to clearly understand lesson contents (Cummins, 1996).
Japanese students are also more used to Japanese lesson styles, which include the
frequent use of blackboards. By understanding Yui’s learning preferences and needs, her
social studies teacher was able to provide her with effective individual support. In
addition, his message written in Japanese showed that he cared for his linguistic minority
students. From his attitude and behavior, I sensed that he tried not to put “English-only”
pressure on Yui. Such linguistic concerns, as well as his individual support of Yui, also
reflect the concepts of linguistically responsive teaching: giving clear and explicit
instructions to linguistic minority students and providing sojourner students with
opportunities to use their native languages (Lucas et al., 2008; Lucas & Villegas, 2010).
Yui’s relationship with her social studies teacher also corroborated the importance
of “micro-interactions” (Cummins, 1996, 2001). Yui’s teacher created a collaborative
environment in which he paid close attention to Yui in case she faced any learning
difficulties and showed respect for her cultural and linguistic background. Cummins
(2001) suggests that such interactions could help students develop a secure sense of
identity and provide students with effective identity negotiation. Like Yui’s, Hinako’s
and Kenji’s cases also support Cummins’ idea of the significance of micro-interactions in
the classroom. As mentioned before, Hinako and Kenji were initially under massive
stress due to cultural and linguistic barriers as well as academic challenges at genchiko;
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consequently, they were reluctant to go to their local schools. From this it can be deduced
that the insufficient attention paid to Hinako and Kenji by their teachers was a cause of
their negative feelings toward genchiko. Cultural and linguistic minority students, like
Japanese sojourner students, are likely to be vulnerable at local schools, especially ones
whose environments are predominantly monocultural and monolingual (like in
Springfield, Indiana). Thus, it is vital that teachers offer a sufficient degree of support for
cultural and linguistic minority students.
Benefits of Becoming Bilingual and Bicultural Students
All the student participants in this research struggled early on with the language
barrier at genchiko. Therefore, they placed a great deal of value on mastering “authentic”
English abilities during their sojourn. The students and their mothers expected that
advanced English skills and bilingualism (Japanese and English) would provide more
future career opportunities for them.
Japan has been attempting to cultivate students’ English abilities—communicative
skills in particular—because of the importance of English in the global community in the
21st century (MEXT, 2013; Spring, 2007). However, as Nakabayashi and Yoshida (2010)
argued, Japanese students (at public school in particular) still have very few opportunities
to learn English from native speakers due to a lack of native English-language teachers
and insufficient training of English teachers who are Japanese. Therefore, acquiring
English in the U.S.—most importantly good communicative skills and proper
pronunciation—is definitely advantageous for sojourner students. Hinako, Yui, and Sayo
already envisioned possible future jobs for which they would have to use English as a
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communication tool, and they showed high motivation to become fluent in English.
Hinako intended to develop her English writing skills at her local high school, Yui set a
goal of studying for the official English exam in Japan, and Sayo was interested in
studying abroad in the U.S. in the future.
Exposure to a different culture was another beneficial experience for the Japanese
sojourner students. The students were able to experience and learn about different
cultures throughout their genchiko life: for example, Sayo had an opportunity to learn
more about American culture by participating in FCCLA, which stands for “Family,
Career and Community Leaders of America,” club activities. In general, experiencing the
culture of U.S. schools—including the classroom atmosphere and active participation of
students—broadened her cultural perspectives and influenced her identity as a Japanese
person upon returning to Japan (more details are discussed in the identity negotiation
section). Kenji made friends with Korean and Chinese students at genchiko, and they all
enjoyed sharing their cultures with one another. These interactions with kids from other
cultures enabled Kenji to let go of the prejudices he had formed toward Korean and
Chinese people while growing up in Japan. Hinako’s experiences of cultural and
linguistic barriers at genchiko helped her realize what kind of support cultural and
linguistic minority students like her need.
These findings suggest that the sojourning experience increased the students’
cross-cultural awareness. Learning about and interacting with people from different
cultures caused the sojourner students—who grew up in Japan, which is considered a
highly homogeneous country—to become curious about different cultures, rethink
cultural preconceptions, and acquire empathy for students in similar positions. These
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outcomes are confirmed by a study conducted by Sarraj and colleagues (Sarraj, Bene, Li,
& Burley, 2015). In this research, nineteen predominantly white fifth-grade students
learned about three cultural groups (Arab Americans, African Americans, and Latin
Americans) through literature and multimedia. The students compared the target cultures
to their own culture and discussed/wrote about the following: cultural similarities and
differences; responses to the new cultures; and potential issues that might be caused by
cultural differences. Their research concluded that the students expressed curiosity and
empathy toward the target cultures, discarded their biases, and considered issues related
to bullying (Sarraj et al., 2015). Although the cultural learning situations and settings of
my research are different from those in the Sarraj et al. study, both studies reveal the
significance of cultural exposure in developing cross-cultural awareness. Such practices,
which strongly impact students’ identities, should play a vital role in multicultural
education. Deeper discussions about identity are provided in the following section.
Identity Negotiation and Maintenance
The second specific question was, How do they value and weigh their identity
“negotiation” and “maintenance” during their sojourn in the Midwest? As previously
mentioned, genchiko experiences raised the students’ cross-cultural awareness, which in
turn influenced their identities. In this section, I discuss the Japanese sojourner students’
identity development and incorporate other points of view.
Identity Development via U.S. School Experiences
Findings of this research suggested that the identities of the students—especially
those who resided in an area with a small population of Japanese people—were strongly
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correlated with their experiences at school (both genchiko and hoshuko) and their
friendships. As mentioned in the previous chapter, I found that the students’ feelings
toward genchiko were heavily based on whether or not they felt they could “express
themselves”; I also concluded that the ability to “express themselves” was correlated with
“friendship establishment.” Regarding these points, Hinako, Yui, and Kenji expressed
negative feelings toward genchiko, while Ryo and Sayo had positive feelings.
Endo (2011), whose research focused on Asian immigrants at a Midwestern high
school, concluded that the voices of Asian immigrant students often went unheard at their
schools. The language barrier and the genchiko atmosphere, which is very different from
Japanese schools, often prevented Kenji from expressing himself. Hinako mostly
remained silent at genchiko due to her anxiety about making mistakes when she talked to
classmates in English. Both of these facts reinforce Endo’s argument. In addition to the
students’ hardships at genchiko, this research also revealed Sayo and Ryo’s positive
genchiko experiences. Sayo enjoyed genchiko and spending time with her best friend and
other local peers. Meanwhile, she learned of various differences between Japanese and
U.S. school cultures, such as school regulations and classroom participation styles. Ryo,
who sometimes supplemented with gestures when talking to his peers, also enjoyed
genchiko and playing sports with his local friends. What Sayo and Ryo had in common is
a feeling that they could express who they were at genchiko. From these examples, I
concluded that the students’ different perspectives toward genchiko influenced their
identities as cultural and linguistic minority students as well as future kikokushijo or
returnee students.
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Hoshuko or Japanese Saturday schools also impacted the sojourner students’
identities as Japanese citizens. For the Japanese sojourner students in this study (all of
whom lived in areas with very few Japanese residents), hoshuko had the meaningful
function of providing more cultural and linguistic connections with Japan (Mr. Sato,
personal communication, May 6, 2015). In addition, hoshuko can be a place that enables
students to develop confidence and take a break from the stress of attending genchiko.
Though they struggled at genchiko, Hinako, Yui, and Kenji felt more able to express
themselves and actively participate at hoshuko.
On the whole, I deduced that sojourner students can influence their identity
development by placing themselves in cultural and linguistic safety spaces, like hoshuko.
In this research, a “safety space” is a place where students can share their culture and
language with other peers. In such spaces, the sojourner students had opportunities to
compare the culture and language of the host country to the Japanese culture and
language to find similarities and differences (Sarraj et al., 2015). Moreover, safety spaces
allow the students to create new cultural and linguistic perspectives by fusing the host
culture and language with their home culture and language. Such practices are related to
the concepts of culturally sustaining pedagogy (Paris, 2012; Paris & Alim, 2014) and
third space (Gutiérrez, 2008; He, 2002, 2003; Wang, 2006). In the following section, I
use these two concepts as core theories in order to discuss the sojourner students’ identity
negotiation and maintenance.
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Identity Negotiation as Future Kikokushijo
Culturally sustaining pedagogy or CSP was first defined by Django Paris as an
alternative term for culturally relevant pedagogy, which was suggested by LadsonBillings in 1995 (Paris, 2012). Although today’s schools and education environments are
more culturally and linguistically diverse than they have been in the past, U.S. education
and the majority of teacher education programs at U.S. colleges are still centered on the
dominant white middle-class cultural norms (Paris & Alim, 2014; Zeichner, 2009). In
such an educational circumstance, Ladson-Billings (1995) proposed a CRP with three
principle aims: (1) produce students who can academically achieve; (2) produce students
who demonstrate cultural competence; and (3) develop students who can both understand
and critique the existing social order (p. 474). Although I did not have an opportunity to
observe the student participants’ lives at genchiko, the approach of Yui’s social studies
teacher helped her become academically successful. To that point, CRP is clearly
effective.
However, Paris (2012) questioned CRP’s concepts regarding students’ cultural
competence as well as its explicit critical and understanding stances. Paris noted that
“relevance and responsiveness do not guarantee in stance or meaning that one goal of an
educational program is to maintain heritage ways and to value cultural and linguistic
sharing across difference [emphasis added], to sustain and support bi- and
multilingualism and bi- and multiculturalism” (p. 95). From here, Paris suggested
culturally sustaining pedagogy or CSP. Paris and Alim (2014) considered CSP a
necessary response to demographic and social change in today’s education systems. Paris
(2012) specified;
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Culturally sustaining pedagogy seeks to perpetuate and foster—to sustain—
linguistic, literate, and cultural pluralism [emphasis added] as part of the
democratic project of schooling. In the face of current policies and practices that
have the explicit goal of creating a monocultural and monolingual society,
research and practice need equally explicit resistances that embrace cultural
pluralism and cultural equity (p. 93).
In fact, Hinako, Ryo, Yui, Kenji, and Sayo—who possess the Japanese culture and
language—were expected to return to Japan at the completion of their fathers’ job
assignments. This means that the students would physically go back and forth between
their home and host countries, and their cultural and linguistic identities would also flow
between Japanese and American cultures and languages.
As the findings show, genchiko experiences influenced Sayo, Hinako, and Ryo’s
personalities and ways of thinking. Sayo learned the importance of expressing herself and
being candid with her friends, and these lessons made her question the type of
relationships she had with her friends in Japan, in which people conform to others instead
of giving honest opinions. Hinako and Ryo were inspired by the American classroom
environment and the local students, who actively participate and offer their opinions
voluntarily; as a result, Hinako began actively participating at hoshuko. Ms. Yoshida
hoped that her children would continue to participate in class more actively when they
resumed their education in Japan. Paris and Alim (2014) argued for the importance of
understanding “the ways young people are enacting race, ethnicity, language, literacy,
and cultural practices in both traditional and evolving ways” (p.90), and this is reflected
by Kenji’s relationships with his Chinese and Korean friends. Findings in this research
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confirmed the significance of CSP regarding identity negotiation in today’s diversity
education.
Like CSP, the third space (Gutiérrez, 2008; He, 2002, 2003; Wang, 2006) is an
inseparable concept in discussing the Japanese sojourner students’ identity negotiation.
Gutiérrez (2008) defined the third space as “a transformative space where the potential
for an expanded form of learning and the development of new knowledge are heightened”
(p. 152). He (2002, 2003) and her colleagues placed themselves in such a transformative
space, which in this case was between China and Canada. Their movement back and forth
between China and Canada had a strong impact on their identities as Chinese people who
experienced the Cultural Revolution and as educators in the Canadian academy. He
(2002) described the process of identity negotiation: “The idea of being half-Chinese and
half-Canadian can no longer express our ways of being. We struggle to be seen as
individuals with complex narrative histories changing from culture-to-culture, languageto-language, place-to-place” (p. 324). In between the Chinese and Canadian cultures,
Ming Fang (He’s first name), Shiao, and Wei came to question teaching policy and
regulation in China, so they tried to incorporate Canadian teaching approaches in their
lessons in China. Also, Shiao came to feel uncomfortable with the gap in the perceived
value of career development and marriage status between China and Canada (He, 2002,
2003).
Although the status and residing location of the students in my research were not
the same as those of He and her colleagues, there is one important similarity between the
two situations: moving back and forth between home and host countries, cultures, and
languages. The findings of this research revealed the students’ identity development in
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the cultural and linguistic flow, the same as He’s research revealed. Between the
Japanese and American cultures and languages, the Japanese sojourner students in this
research did encounter shocks and conflicts; they also developed their cultural and
linguistic perspectives and identities. Hinako and Kenji’s developing cross-cultural
awareness is a good example of this. In addition, Yui’s idea about the importance of
learning and using kanji (Chinese characters) as a Japanese citizen and Sayo’s newfound
discomfort with Japanese school culture and the value of friendship upon returning to
Japan also correspond to the third space principle.
Identity Maintenance as Japanese Citizens
From the data collected throughout this research, I found that the students had
several opportunities to consider their identities as Japanese citizens. The sojourning
experience impacted the Japanese students’ identity maintenance and negotiation. For
this fact, I suggest that hoshuko or Japanese Saturday school and connection to friends in
Japan were both closely tied to the students’ identity maintenance.
Connections with the Japanese culture and language are quite limited in an area
such as Springfield that has a smaller Japanese population. In such a circumstance, the
sojourner students were essentially obligated to use English and spend their time at
genchiko with local students. I came to understand that the sojourning experience caused
them to think about their linguistic and cultural significance, values, and preferences. Yui
found value in knowing and using kanji as a Japanese citizen; thus, she attached the most
weight to kokugo (Japanese) among all of hoshuko’s subjects and was highly motivated
to continue to learn kanji during her sojourn. Comparing the school nori or atmosphere of
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genchiko and hoshuko, Kenji recognized that he preferred hoshuko to genchiko, which
explains why Kenji placed a greater value on hoshuko than on genchiko. As I previously
argued, several Japanese sojourner students (Hinako, Yui, and Kenji) found it difficult to
express themselves and expand their social circles at genchiko. I learned that for these
students, hoshuko enabled them to show who they were and made them feel safe and
comfortable.
The bond with friends in Japan was also influential for the students’ identity
maintenance. As Hinako and Yui expressed, the connections with their friends in Japan
emotionally supported them while they lived in the U.S. Both Hinako and Yui
communicated frequently with their friends in Japan by exchanging text messages, and
Hinako visited her friends during a temporary return to Japan. Hinako and Yui also
sensed that their friends were eagerly awaiting their return to Japan, which gave the girls
a sense of belonging. These examples describe how Hinako and Yui reaffirmed the
importance of their Japanese friends and recognized their roots in Japan, both of which
helped them maintain their identities as Japanese people.
In Wang’s (2006) opinion, we cannot thoroughly learn about a first culture (our
own) until we have been exposed to a second (or another) culture. Her idea is vital in
terms of reconsidering or rediscovering the students’ cultural and linguistic identity. On
that note, He (2002) expands her view: “We also realized that learning the West does not
imply that we should give up the values of our own culture in order to accept the new
ones” (p. 324). He’s notion is vital and convincing with regard to identity maintenance.
In between the new (U.S.) and original (Japanese) environments—including cultures and
languages—the Japanese sojourner students will value and sustain their original identity.
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Value of Sojourning as Future Kikokushijo
The last specific question was, What aspects of their sojourning experiences do
the students think will be valuable to their future experiences as kikokushijo? The
findings of this research revealed that the Japanese sojourner students and their mothers
highly valued the students’ English development and identity development, which
includes cross-cultural understanding (discussed in the previous sections in this chapter
and Chapter 8: Findings) Therefore, to respond to this last focal question, I will discuss
the students’ views on their futures as kikokushijo that have not yet been discussed in this
chapter.
More Future Opportunities
The Japanese sojourner students and their mothers felt that acquiring advanced
English skills (especially communication skills) was one of the most beneficial aspects of
sojourning in the U.S.—all the participants in the study expected that being bilingual
would benefit the students in terms of future career opportunities. Apart from advanced
linguistic competence, some of the experiences that the students would not have had the
opportunity to have in Japan are likely to expand their future possibilities; these
experiences include various sports and technology skills, as Ryo and Kenji noted.
Moreover, developing cultural competence in the host country is another benefit
for the sojourner students. The Japanese government has regarded the cultivation of
English skills as an important goal in education (MEXT, 2013) because of the importance
of English in the global community in the 21st century (MEXT, 2013; Spring, 2007).
Several researchers have argued that learning cultures is an inseparable component of
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learning new languages (Andrews, 2013; Hamann, 2001; Harkins, 2001; Kanno &
Cromley, 2013; Miyamoto & Kuhlman, 2001). During their sojourns, the students had
various opportunities to interact with people from different backgrounds—which they
would not have been able to do if they had not come to the U.S.—and that enabled the
students to cultivate a sense of cultural understanding. Such experiences played a
significant role in broadening the students’ minds as global citizens, and the students will
return to Japan as kikokushijo having gained cultural competence.
Self-Growth
The students’ personal growth was another highly valued result of the sojourning
experience. As Ms. Yoshida mentioned, “They [Hinako and Ryo] have learned how to
survive” (Chapter 5, p. 105). She sensed that living with the language barrier and having
to handle challenging situations along with encountering so many unknown things had
taught her children how to endure. Hinako and Ryo’s mental growth was also reflected in
how they managed their responsibilities at genchiko, such as reading newsletters on their
own and communicating with teachers on their mother’s behalf.
Yui noted that she had been wrong to think that she had a more difficult life than
her friends in Japan just because she was living in the United States (Chapter 6). She had
initially felt that her sojourn meant she was the only one with problems, as her friends in
Japan did not face any difficulties such as the language barrier. But speaking with her
friends in Japan (via a communication app) made her realize that her friends also
struggled in their daily lives. Such awareness encouraged Yui not to give up and gave her
newfound resolve in confronting the difficulties of her sojourning life. In addition, Yui
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learned that everyone has different ideas and thoughts by spending time with various
people during her sojourn. These experiences allowed her to understand why she had
clashed with her friends in Japan and why her teachers sometimes seemed to have a strict
attitude toward her (Chapter 6).
Sayo assigned great value to being bicultural, i.e., maintaining attitudes gained
during her sojourn even after returning to Japan. Sayo’s genchiko experiences
transformed her into a cheerful and candid student, and these changes in her personality
have allowed her to have a fulfilling high school experience in Japan (Chapter 7).
Although Sayo has had positive experiences since returning to Japan, she has also faced
reentry shock, which mainly came from noticing the cultural differences between Japan
and the U.S. (Hasebe, 1987; Koga, 2009; Miyamoto & Kuhlman, 2001; Takeuchi et al.,
2001; Yoshida et al., 2002). While she has struggled to readjust to the norm of Japanese
schools, she has tried to continue expressing herself and her opinions. Sayo’s persistence
has led to positive changes in her classroom’s harmful atmosphere (e.g., bullying) and
helped her support a friend who was apathetic about school and almost gave up going to
high school (Chapter 7). Ms. Tanaka has talked about how proud she is of Sayo, having
realized that her daughter has become a person capable of having a positive influence on
people’s lives.
As the participants’ explained, the Japanese students and their families
experienced numerous challenges during their sojourns. The students hit a wall of
cultural and linguistic barriers, and these obstacles often hindered the students’ attempts
to express themselves and succeed academically at genchiko. Consequently, the students
came to feel anxious, stressed, and even discouraged. However, it’s important to
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emphasize that the students did not have only negative experiences while sojourning. All
of the sojourner students made very impressive strides in a number of areas, such as
English abilities, cross-cultural awareness, and personal growth. The Japanese students
and their mothers found great worth in their sojourning experiences.
In this chapter, I discussed the major findings with regard to the Japanese
sojourner students’ learning experiences at U.S. schools in the Midwest and answered the
questions that serve as the foundation for this research. In the next chapter, the
concluding chapter of my dissertation, I will discuss the implications of this research for
teaching immigrant and sojourner students and for future research.
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CHAPTER 10. IMPLICATIONS

Introduction
This final chapter consists of the following four components: implications for
teacher education, implications for future research, limitations of the study, and my
thoughts to conclude this research. With reference to the major findings, I suggest how
this study will contribute to teachers’ understandings of cultural and linguistic minority
students such as Japanese sojourners and immigrant students. I also discuss the
contributions of this research with regard to developing future studies. Finally, I will state
my final thoughts on the overall research experience.

Implications for Teacher Education
As this research revealed, the sojourner students often struggled with cultural and
linguistic barriers, lack of individual support, and expanding their social circles at
genchiko. The students felt that some teachers had a tendency to overlook their struggles,
and this resulted in the students being silent and vulnerable in class.
As has often been argued, the American education system today (as well as the
majority of teacher education programs at colleges) is centered on the dominant white
middle-class cultural norms. Many inservice and preservice teachers are monolingual
English-speakers (Paris & Alim, 2014; Zeichner, 2009). These teachers—especially those
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in the Midwest or those whose schools have mostly white students—often lack
opportunities to work with cultural and linguistic minority students. On this issue, this
research will deepen educators’ understanding of Japanese sojourner students as well as
cultural and linguistic minority students of any background.
The research findings on Yui’s case show the effectiveness of culturally
responsive (or relevant) teaching (Gay, 2000; Ladson-Billings, 1995) and linguistically
responsive teaching (Lucas et al., 2008; Lucas & Villegas, 2010) in supporting students’
academic success. Yui’s social studies teacher showed respect for Yui’s cultural and
linguistic background and provided a safe, comfortable space for her (Cummins, 1996,
2001). Thus, Yui’s case revealed how a pedagogical scaffold or support enabled her
engagement/involvement in the classroom, and it also confirmed the importance of
providing lessons that incorporate culturally and linguistically responsive pedagogies in
mainstream classrooms. On the other hand, the cases of Hinako and Kenji at their
genchiko revealed how teachers’ lack of support, attention, and understanding of cultural
and linguistic differences place minority students in a vulnerable position. To that point,
this research pinpointed the issue that the lack of teachers’ understanding of students
from different backgrounds associated with cultural and linguistic minorities—in this
case, Japanese sojourner students—leads them to face cultural, linguistic, and academic
challenges at their local schools. Also, this research disclosed that several Japanese
sojourner students who participated in this study had trouble understanding lesson
contents of social studies and science classes due to unfamiliar technical terms in English
and a lack of visual aids such as PowerPoint slides. These obstacles consequently made
the students feel that science classes in particular were extremely challenging. To this
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point, the suggestion put forth by Lucas and colleagues’ (Lucas et al., 2008; Lucas &
Villegas, 2010)—giving clear and explicit instructions by way of providing simplified
terms and visual aids to the sojourner students—should play a critical role in improving
the situation. Thus, it is important for inservice and preservice teachers to serve as active
curriculum developers who are willing to move beyond conventional curricula to enact
meaningful pedagogy that offers a diverse view of U.S. society. “Conventional” in this
case means designed for majority groups, such as Westerners and monolingual speakers
of English. A culturally and linguistically diverse classroom environment is a necessary
component of education that today’s inservice and preservice teachers must concern
themselves with in order to be more efficacious in their interactions with students.
Actively adopting culturally and linguistically responsive teaching methods in lessons
will facilitate minority students’ comfort and success at school.
It is also crucial for educators to create a space in which students can share their
cultures and languages in class (Paris, 2012; Paris & Alim, 2014) in order to cultivate
students’ cross-cultural understanding and awareness. This approach is beneficial not
only for the sojourner students but also for domestic students—in plural cultures, students
in both minority and majority groups can think about their own culture, learn about other
cultures, and create new cultural perspectives as global citizens (Gutiérrez, 2008; He,
2002, 2003; Sarraj et al., 2015).
Finally, not all sojourner (and immigrant) students are fully prepared—that is,
with language practice and cultural knowledge—when they move to the U.S. Such
students are more likely to encounter difficulty, confusion, and shock when they first
arrive in the host country. Teachers should note that the mothers/parents of minority
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students also need linguistic support from schools. Parental involvement, particularly in
the form of communicating with their children’s teachers, is necessary to support student
achievement in American schools (Arias & Morrillo-Campbell, 2008; Kanno & Kangas,
2013). Ms. Yoshida represents the difficulties that sojourner parents face, for instance
how some mothers of cultural and linguistic minority students are not always able to
access linguistic support (such as translators or bilingual tutors for their children). These
issues consequently limit the involvement of students and their parents in local schools.
Accordingly, this research suggests how important it is for teachers to understand the
situation of sojourner families and provide extra support.

Implications for Future Research
By showcasing the experiences of sojourner students and their mothers, this
qualitative research taught me how adolescent Japanese sojourner students perceived
their learning experiences in the Midwest and how their sojourning experiences
influenced their identities as future kikokushijo or returnee students. In particular, this
research involved not only adolescent Japanese sojourner students but also their mothers,
which enabled this study to represent the mothers’ perceptions of their children’s U.S.
school experiences. By including the voices of both the Japanese students and their
mothers, I was able to learn about the sojourner students’ school experiences from
different perspectives. Furthermore, hearing from a former sojourner family (the
Tanakas) about their pre-, during, and post-sojourning experiences is an example of how
the sojourning experience influences students as kikokushijo.
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According to the Ministry of Foreign Affairs (MOFA), about 24,000 Japanese
sojourner students resided in North America in 2015 (MOFA, 2015). This statistical data
represented only the number of Japanese students who were in grades one through nine,
so the actual number of Japanese sojourner students in K-12 was greater than 24,000.
However, the population of Japanese sojourner students in the Midwestern U.S.,
especially in Indiana, was significantly smaller than those in metropolitan areas of the
U.S. (Consulate General of Japan at Chicago, 2016; MOFA, 2015). In addition, research
on adolescent Japanese sojourner students in Indiana was not available even though
several studies on Japanese sojourner students have been conducted (Haneda & Monobe,
2009; Kanno, 2000, 2003; Koga, 2009). Because there is a lack of information on
Japanese sojourner students outside of metropolitan areas, this dissertation research plays
a vital role as a preliminary step in studying the experiences of Japanese sojourner
students in areas with small Japanese populations. And because this research focuses on
cultural and linguistic minority students, the findings can be applied to future studies on
immigrant students in areas of predominantly homogeneous cultural and linguistic
environments.
Some of the major implications for future research that this study suggests are: (1)
the need to conduct research with a larger number of student participants and a wider
range of sojourning lengths and (2) the need to observe students at genchiko. This
research revealed the experiences, perceptions, concerns, and expectations of the
sojourner students’ mothers as well. As such, conducting research with a sharper focus on
sojourner parents will further bolster the literature on this subject. Lastly, an extended
study period is another possible area for improvement. The length of data collection (with
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the Yoshidas and the Sasakis) was five months (from February to June 2015). During this
time period, I was able to learn about and observe the Japanese sojourner students’
(Hinako, Ryo, Yui, and Kenji) genchiko and hoshuko experiences. However, a longerterm ethnographic study—including a deeper level of observations, such as at genchiko
and local events—would shed more light on the Japanese sojourner students’ U.S. school
experiences and identity development. Several aspects discussed in this section are
limitations of the study and will be discussed further in the following section.

Limitations of the Research
One of the limitations of this research was the length of the sojourns. While I was
seeking research participants who fit the parameters of the research aims, I unfortunately
was not able to gain responses from many potential participants. Thankfully, the Yoshida,
Sasaki, and Tanaka families decided to participate in this research as volunteers. As a
result of the low number of participants, the lengths of the sojourns did not vary greatly.
When the first interviews were conducted, the Sasakis had lived in Springfield for seven
months and the Yoshidas for two and a half years. The former sojourners, the Tanaka
family, had lived in Springfield for almost three years. I learned that each family had
varied perspectives on their sojourns, and each participant illuminated different aspects of
the sojourner experience. The length of stay is important because it influences how
sojourner students adjust to the host country (Kao, 2007), as well as identity negotiation
and maintenance. Regarding this point, recruiting sojourner student participants who will
stay in the U.S. for a longer period of time (such as five, ten, or fifteen years) will allow
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researchers to more fully learn about Japanese sojourner students’ U.S. school
experiences, cultural and linguistic perspectives, and identity maintenance/negotiation.
The other limitation of this study is one of the data methods. In this research I
analyzed the students’ genchiko experiences from interview data (with the students and
the mothers) as well as school materials (from Hinako, Yui, and Kenji). In order to learn
how the students experienced genchiko, it would have been helpful to conduct
observations at genchiko; this additional method could have increased the reliability of
the research. However, I could not conduct genchiko observation because I was not able
to obtain approval from the potential research sites and the school district (Chapter 3).
Based on these limitations, future studies could be improved by increasing the
number of participants and conducting genchiko observation. These changes will allow
further research to facilitate deeper understanding of Japanese sojourner students’
learning experiences in U.S. schools.

My Final Thoughts
Using a phenomenological approach and a portrait structure, I introduced the
Yoshidas’, the Sasakis’, and the Tanakas’ sojourning perspectives and experiences. In the
finding (Chapter 8) and discussion (Chapter 9) chapters, the students’ experiences of and
attitudes toward genchiko and hoshuko confirmed what the literature on cultural and
linguistic minority students suggests. Their stories also uncovered particular issues or
challenges facing sojourners and their families living in areas with small Japanese
populations. In addition to these challenges, I learned how the participants’ sojourning
experiences influenced them, as well as what aspects of the experiences they valued most.
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One particularly notable finding was how the sojourning experience actually influenced a
kikokushijo’s (Sayo) school life in Japan. The findings of this research have the potential
to contribute to the development of teacher education programs in U.S. colleges—
especially to the programs that consist of predominantly monocultural and monolingual
preservice teachers, who do not have sufficient experience working with cultural and
linguistic minority students. This research also has the potential to support educational
studies on cultural and linguistic minority students in predominantly homogeneous areas.
Lastly, Ms. Yoshida’s words and tears had a profound effect on me. She shared
stories of Hinako and her bitter, difficult experiences with me during our first interview.
Ms. Yoshida hopes that her family’s experiences can be of assistance to future sojourner
families in the same position as the Yoshidas, i.e., who are affiliated with companies that
do not send many Japanese sojourners to the U.S. at one time. Her words made me
realize what I most wanted to convey to readers as a social justice researcher. In closing
this study, I sincerely hope that this dissertation research facilitates the process and
experience of sojourning for all future sojourner and immigrant families who move to
areas with largely homogeneous populations.
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Appendix A

Interview Questions for Current Japanese Sojourner Students
(First Interview)

Interview Questions Translated in English
Part One: General Questions
1. Please introduce yourself, including your birthplace, how long you lived in the
U.S., and the year (and month) when you move in the U.S.
2. When were you notified about moving to the U.S.? Please tell me how you felt
when you were notified your move.
3. Please describe about the school that you attend in the United States. I.e., location
(urban, rural, etc.) class size, and types of students (ethnic groups).
4. Does your school have ESL class? Have you attended ESL classes before you
take regular (mainstream) classes with other students? If you took/take ESL class,
can you describe about your classmates (their first languages, etc.)?
5. Which classes are you taking this semester? Can you tell me your class schedule?
6. Please describe your experience when you started U.S. school.
7. Are there any differences between your school in Japan and local school here. If
so, please describe in details.
8. Do you have any impressive memories in your school life? Please describe with
details.
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Part Two: Questions about friends, teachers, and parents
1. Please tell me about your classmates and/or close friends. Can you describe about
them? How did you meet them? How do you usually spend time with them? For
your language and academic achievement, were your teachers supportive? How
did they assist your school lives?
2. Please tell me about school teachers. Do you talk with your teachers outside of
classrooms? (If yes, what teacher (or who) do you talk to, and what topics do you
speak about?)
3. Do you have any impressive interaction or conversation with your friends and/or
teacher?
4. Do you talk about school with your family? What topic do you often talk about?
5. Do you have any questions to me?
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Appendix B

Interview Questions for Current Japanese Sojourner Mothers
(First Interview)

Interview Questions Translated in English
1. What did you feel when you were notified about moving to the U.S? Did youhave
any concerns about your family and children?
2. Do you have any thoughts or concerns in regard to your child’s starting to attend
U.S. school? If so, can you describe in details?
3. Since you moved to the U.S., do you have any concerns about your child’s school
life (such as achievements, lesson contents, and friendships)? If so, please
describe in detail.
4. During this sojourn in the U.S., are there any significant or influential things for
your child? If so, can you tell me about that?
5. Do you have any concerns about your child in regard to returning to Japan? If yes,
please describe in detail.
6. The next two questions are about local schools. Do you often receive information
from school? If so, what kind of information? Please answer as far as it is fine
with you.
7. Do you often talk to schoolteachers about your child? If yes, what kind of topic
you discuss? Please answer as far as it is fine with you.
8. I would like to ask about your social network. Who do you often talk with (such
as your neighbors, Japanese people, etc.)? What kind of topics often come up
with? Please talk to me about these interactions.
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9. Do you have any other concerns in this interview? If so, please add.
10. Do you have any questions to me?
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Appendix C

Interview Questions for Former Japanese Sojourner Student

Interview Questions Translated in English
Part One: Questions about U.S. Life
1. Please introduce yourself—What is your name? How old are you now? Which
state and city in the U.S. did you live? How long were you there? How old were
you during the time period? What was your school’s name?
2. When you left the U.S. to return to Japan, how did you feel? Can you tell me
precisely?
3. The following questions are about your U.S. school life. While you were
attending the local school, what do you think was a very challenging experience?
What was a very beneficial experience? Can you tell me anything you are
comfortable sharing?
4. In your local school life, do you have any opportunities or anything that you
cannot experience in Japan? If you have, can you explain to me?
5. What was the most remarkable experience while you were attending the local
school? Please share anything you are comfortable.
6. The following question is about Japanese Language School. What kind of place
the Japanese Language School was for you (e.g., was it a place for studying or
meeting friends)? How do you look back your school life? Do you have any
memorable situations, friends, or teachers?
7. The following question is about your friends. Do you currently contact with your
friends in the U.S.? If so, are they Japanese people or U.S. residents? What kind
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of topics you often share with them? Can you tell me anything you are
comfortable sharing?
8. I want to ask you about your “goods of memories” from the U.S. Why do you
think the material is memorable for you? Can you tell me precisely?
Part Two: Questions about Japanese Life
1. Please tell me about your school that you currently attend. What is the name of
the school? What is the size of the school (the number of students)? Do you have
kikokushijo like you at the school?
2. When you started the Japanese school after your returning from the United States.
How was the first month or semester? If you remember anything, please share
with me.
3. Along with your U.S. school experiences, do you have any challenging and/or
beneficial experiences at Japanese school? If you do, can you tell me anything
you are comfortable sharing?
4. Do you have any specific goals for schools or future? Are the goals influenced by
your U.S. sojourning experiences? If so, can you please tell me about your goals
in details?
5. Do you have anything to add the questions above?
6. Do you have any questions to me?
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Appendix D

Interview Questions for Former Japanese Sojourner Mother

Interview Questions Translated in English
1. Please introduce yourself—your name, place you resided in the U.S., and the
length of your sojourning.
2. What do you reflect your sojourning experiences as well as your children’s school
lives in the U.S.? What was challenging? What was beneficial?
3. How do you recollect your children’s school lives (e.g., studying and
friendships)? Do you have anything you were strongly concerned about? If so,
please explain anything you are comfortable sharing. 	
 
4. During your sojourn in the U.S., were there any significant or influential things
for your children? If so, can you tell me about that?
5. The following question is about Japanese Language School. How do you think
about your children’s attending at Japanese Language School in Indiana? Was it
meaningful or not? If you have any thoughts, please tell me anything you are
comfortable sharing.
6. The following question is about your social network. Do you currently contact
with people whom you met during the period of sojourning? If so, are they
Japanese sojourners or U.S. residents? If you contact with them, what topic do
you often share with them? Please tell me anything you are comfortable sharing.
7. Since you returned to Japan, do you have any concerns about your child’s school
life (such as achievements, lesson contents, and friendships)? If so, please
describe in detail.
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8. In respect to your children’s sojourning experiences, does the U.S. experiences
play significant roles in—or give negative impacts on—your children’s school
lives? Please tell me anything you are comfortable sharing.
9. The next two questions are about local schools. Do you often receive information
from school? If so, what kind of information? Please answer as far as it is fine
with you.
10. Do you have any other concerns in this interview? If so, please add.
11. Do you have any questions to me?
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Appendix E

Interview Questions for the Principal at Hoshuko

Interview Questions Translated in English
In this interview, I will ask about your perspectives of sojourner students. All questions
provided are about unspecific students; therefore, you do not have to share any personal
information about your students. Please note that the length of the interview is
approximately 30 munities; however, it may be prolonged. I appreciate your
understanding and cooperation.
1. Please introduce yourself: your name, working experiences at Japanese schools,
and overseas experiences, etc.).
2. What do you think about the Midwestern area and/or State of Indiana? Do you
feel any specific characteristics in Indiana (such as, student’s demographics)
and/or any differences from other locations in which you have worked before?
3. Many Japanese students will return home at the end of their parents’ job
assignments. For this, what kind of experiences (e.g., challenging and/or
beneficial experiences) do you think the Japanese students may have during their
stay in the U.S.?
4. In relation to Question No. 3., what kind of experiences (e.g., challenging and/or
beneficial experiences) do you think Japanese sojourner students may have when
they return to Japan?
5. In relation to Questions 3 and 4, what is the role of Japanese Saturday school do
you think for Japanese sojourner students in this area? What is the purpose for the
students to come to Japanese Saturday schools?
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6. Do students’ parents often consult with you in regard to U.S. school lives or lives
after returning to Japan? Do they share any other concerns with you? If so, what
do you think their salient concerns? Please tell me anything you are comfortable
sharing (the content does not have to be very specific).
7. Do you have anything to add to the questions above?
8. This is at the end of the interview. Do you have any questions to me?
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Appendix F

Interview Questions for the Teacher at Hoshuko

Interview Questions Translated in English
In this interview, I will ask about your perspectives of sojourner students. All questions
provided are about unspecific students; therefore, you do not have to share any personal
information about your students. Please note that the length of the interview is
approximately 30 munities; however, it may be prolonged. I appreciate your
understanding and cooperation.
1. Please introduce yourself: your name, length of teaching at this school, the grade
that you are in charge of.
2. To what degree do you communicate with your students? What kind of topics do
they often share with you? Please tell me anything you are comfortable sharing.
3. The following question is about students’ language use in your classroom. How
do you think your students balance English and Japanese? When do they use
English? When do they use Japanese? For Japanese, to what degree do they use
Kanji in writings in assignments and honorable speech in classroom interaction?
4. Relating to Question 3, do you have anything to add in terms of language use?
5. The following question is about students’ behaviors and attitudes. How do you
learn their attitudes (such as more Japanese-style based or U.S.-style based) in the
classroom? How do they behave while they are interacting with teachers and
classmates? Please tell me anything that you are comfortable sharing.
6. Relating to Question 5, do you have anything to add in terms of students’
behaviors and attitudes?
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7. The following question is about parents of sojourner students. Do they often
consult with you in regard to U.S. school lives? Do they share any other concerns
with you? If so, what do you think their salient concerns? Please tell me anything
you are comfortable sharing (the content does not have to be very specific).
8. The following question focuses on the meaning of hoshuko for sojourners.
9. What do you think about (1) what sojourner students learn throughout their
hoshuko lives, and (2) what sojourner students and their parents think is important
and/or valuable to attend hoshuko?
10. Do you have anything to add to the questions above?
11. This is the end of the interview. Do you have any questions?
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